DOCUMENT RESUME 

ED 320 132 CS 010 129 



AUTHOR 
TITLE 

INSTITUTION 
REPORT NO 
PUB DATE 
NOTE 

AVAILABLE FROM 



PUB TYPE 

EDRS PRICE 
DESCRIPTORS 



IDENTIFIERS 



Duffy, Gerald G., Ed. 

Reading in the Middle School. Second Edition. 
International Reading Association, Newark, Del. 
ISBN-0-87207-121-9 
90 

242p. 

International Reading Association, 800 Barksdale Rd., 
.P. 0. Box 8139, Newark, DE 19714-8139 (Book No. 121; 
$11.50 member, $17.25 nonmember) . 
Books (010) — Guides - Non-Classroom Use (055) 

MF01/PC10 Plus Postage. 

Classroom Techniques; Cognitive Processes; Content 
Area Reading; Instructional Effectiveness; Junior 
High Schools; ^Middle Schools; ^Reading Instruction; 
Reading Programs; ^Reading Writing Relationship; 
Staff Development 

Instructional Preparation; Teacher Collaboration 



ABSTRACT 

Intended for practitioners, this book's major purpose 
is to reaffirm the unique and integral roles reading and literacy 
play in middle school curriculum and instruction. The book 
emphasizes: (l) the research-based rationale for what educators teach 
in reading and how it is taught; (2) an integration of reading with 
writing; (3) an acknowledgement that middle school reading 
instruction occurs within a context that imposes constraints which, 
in turn, shape the nature of middle school reading curriculum and 
instruction; (4) the importance of gradual, contextually bound charge 
relative to t>*e conditions imposed by both policy and environment; 
and (5) a strategy of creating effective instructional improvement 
through collaboration among practitioners, teacher educators, and 
theorists. Part l includes *our chapters that provide a frame of 
reference for middle school reading. The five chapters in Part 2 
focus on middle school reading curriculum and instruction. Part 3 
consists of five chapters in which reading educators and/or 
practitioners describe a particular perspective on how effective 
reading programs are implemented in specific school settings. Part 4 
consists of a single chapter that foreshadows what to expect in 
middle school reading during the 1990s. (KG) 



* Reproductions supplied by EDRS are the best that can be made 

* from the original document. 

*xxx*xxxxxxxxxxxxxxxxxxxxxxxxxxxxxtx ******************************* XXX 





eadin 










SECOSSSD EDITION 



^3 



Gerald G. DuJfy 

Editor 
BEST COPY AVAILABLE 



"PERMISSION TO REPRODUCE THIS 
MATERIAL HAS BEEN GRANTED BY 

-.10. KLlNe 



ERLC 



TO THE EDUCATIONAL RESOURCES 
INFORMATION CENTER (ERIC)." 



U.S. DEPARTMENT OF EDUCATION 
Off<e of Educational Research and improvement 

EDUCATIONAL RESOURCES INFORMATION 
CENTER (ERIC) 

□ This document has been reproduced as 
received from the person or organization 
originating it 

□ Minor changes nave been made to improve 
reproduction Quality 

♦ Points of view or opmionsstated in this docu- 
ment do not necessarily represent offtoaf 
OERI position or policy 




SECOND EDITION 



Gerald G. Dufly 

Michigan State University 
Editor 



Ha 

International Reading Association 
Newark, Delaware 19714 



IRA BOARD OF DIRECTORS 



Carl Braun, University of Calgary, Calgary, Alberta. Canada, President • Judith N. Thelen, 
Frostburg State University, Frostburg, Maryland, Vice President • Marie M. Clay, 
University of Auckland, Auckland, New Zealand, Vice President Beet • Joan F. Curry, San 
Diego State University, San Diego, California • Vincent Greaney, St. Patrick's College, 
Dublin, Ireland • Dolores B. Malcolm, St Louis Public Schools, St. Louis, Missouri • 
Mary D. Marockie, Regional Education Service Agency VI, Wheeling, West Virginia • 
Ann McCallum, Fairfax County Public Schools, Annandale, Virginia • Joy N. Monahan, 
Orange County Public Schools, Orlando, Florida * John J. Pikulski, University of 
Delaware, Newark, Delaware • Kathryn Ann Ransom, Springfield Public Schools, 
Springfield. Illinois • Richard T. Afecca, Kent State University, Kent, Ohio • Robert G. 
Jones, Acting Executive Director 



IRA DIRECTOR OF PUBLICATIONS Jennifer A. Stevenson 

IRA PUBLICATIONS COMMITTEE 1990-1991 Donna Ogle, National College of 
Education. Chair • Irene West Gaskins, Benchmark School, Media, Pennsylvania » M. 
Jean Greenlaw, University of North Texas • Robert G. Jones, IRA • Edward J. Kameenui, 
University of Oregon • Adria F. Klein, California State College • Ann McCallum, Fairfax 
County Public Schools, Annandale, Virginia • Anne McCourt-LewL, University of 
Delaware • John T. Ridley, Houghton Mifflin Company • Timothy Shanahan, University 
* of Illinois at Chicago Circle • Jon Shapiro, University of British Columbia • Dixie Lee 
Spiegel, University of North Carolina • Jennifer A. Stevenson, JRA • Barbara R. E. 
Swaby, University of Colorado at Colorado Springs 



The International Reading Association attempts, through its publications, to provide a forum 
for a wide spectrum of opinions on reading. This policv permits divergent viewpoints without 
assuming the endorsement of the Association. 



Copyright 1990 by the 

International Reading Association. Inc. 

Library of Congress Cataloging in Publication Data 

Reading in the middle school / Gerald G. Duffy, editor. -2nd ed. 

p. cm. 
Includes bibliographical references. 

I. Reading (Secondary) 2. Middle schools-United States. 
I. Duffy, Gerald G. If. International Reading Association. 
LBI632.R37 1990 90-34028 
428.4X)7r 2-dc20 cip 
isbn 0-87207-121-9 



Graphic design: Bonl Nash 
Typesetting: Wendy Mazur 

Staff Editors: Karen Goldsmith, Romayne McElhancy. John Mfcklos 

^ Photo Credits: 
rn |p- Mary Locwcnstcln-Andcrson. pg. 230: Robert Bennett, pgs. 216. 227: 
££y^ Laima Druskls. pgs. 7, 19. 45. 52. 102. 121. 160; Robert Flnkcn. pgs. 13. 83. 91. 

4 



CONTENTS 

FOREWORD 

vii 

PRE FACE 



PART ONE 
A Frame of Reference 



Middle School Reading: A Historical Perspective 

David W. Moore, Greg P. Stefanich 
3 



^2* 

Understanding Middle School Students 

Gayla Preisser, Patricia L. Anders, Peggy Glider 
16 

What Have We Done with the Middle? 

Richard L. Allington 
32 



The Influence of Classroom Management 

Mark W.F. Condon, James V. Hoffman 
41 

ERIC a r 

o 



PART TWO 

Curriculum and Instruction in Reading 

Content Knowledge in Reading: Creating a New Framework 

Charles W. Peters 
63 

Cognitive and Metacognitive Goals in Reading and Writing 

Beth Ann Herrmann 
81 

Affective Goals in Reading and Writing 

Donna E. Alvermann, K. Denise Muth 
97 

Instructional Planning and leaching in Reading and Writing 

Mark W. Conley 
Ill 

Assessing Reading and Writing 

Sheila W. Valencia, William McGinley, R David Pearson 
124 

. 6 

IV 



PART THREE 
Implementing Reading Programs 



Accomplishing Change in Reading Programs 

Patricia L. Anders, Ned S. Levine 
157 

*1 1 * 

Developing a Strategic Reading Program 

Joy N. Monahan 
171 

Developing Integrated Programs 

Laura R. Roehler, Kathryn U. Foley, Mara T. Lud, Carol A. Power 
184 

Implementing Content Area Reading with Limited Finances 

Donna E. Alvermann, Victoria G. Ridgeway 
200 

Improving Staff Development through Cooperation 

Mark W. Conley, Karen TYipp-Opple 
209 



PART FOUR 
Reading in the New Decade 

Where to from Here? 

Patricia L. Anders, Gerald G. Duffy 
225 



ERIC 



8 

vi 



FOREWORD 



Our typical educational pursuit is characterized by a search for the answer, 
the solution, the perfect program. And, characteristically, our best efforts 
are followed by dissatisfaction: we can always do it better. We have learned 
that answers, solutions, the best we can do-these are no more than mo- 
mentary perceptions. Tomorrow brings different answers, different solu- 
tions, better bests. What we envision today is unlikely to be what exists 
tomorrow. We imagine and strive, but who could have imagined our 
present family structures, the social issues affecting how and what we 
teach, and the needs and motivations of today's middle school students? 
Consequently, planning and innovation must occur without a preconceived 
picture of what will be when the new program is in place. And once the 
program is in place, a new picture emerges and, again, we are dissatisfied. 

So what does all this have to do with the second edition of Reading in 
the Middle School? Hopefully, it puts it in a historical perspective. This 
book is neither a beginning nor a solution; it is a necessary stage some- 
where in between. At this time, the hopes, biases, perceptions, and pre- 
scriptions expressed by the authors are the best they can be. But they will 
have to move over for others that will come along. For, like other educa- 
tional enterprises, the middle school reading program must be a dynamic 
phenomenon. 

While it is true that reading programs must change with changing soci- 
etal and student needs, it is also true that nothing comes to pass without the 
passage of time. So program developers are caught between the need for 
change and the need for time to let change work, a discomfiting situation. 
Several chapter authors in this book express their disappointment with the 
gap between past recommendations for middle school reading and actual 
classroom practices. They are understandably disappointed in how slowly 
schools change. Piet Hein, a Danish poet and aphorist, expresses the factor 
of time cleverly: 
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T.T.T. 

Put up in a place 
Where it's easy to see 
The cryptic admonishment 

T.T.T. 

When you feel 
How depressingly slowly you climb 
It's well to remember that 
Things Take Time 

The first reality for all who work to improve reading education for mid- 
dle school students is that those who speak today are unlikely to have the 
last word. Who knows what's around the corner: a middle school with no 
structured classes, no tests, no report cards, no books (at least not as we 
know them now), no teachers? To what grand and currently unthinkable 
programs will middle schools evolve? 

The second reality is that new programs can be planned fester than they 
can be implemented and tested. Things take time. 

This book is an important contribution to the evolution of middle school 
reading programs. It will not be the last word, and it will take time to put it 
in place and test the recommendations of the authors who have looked at 
what was, what is, and what might be. They have turned some corners. 
What they have written for this book is thoughtful and timely. In a historical 
sense, they stand bet* in the past and the ftiture-a necessary position if 
the future is to be better than the past. 

Richard J. Smith 
University of Wisconsin-Madison 
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PREFACE 



The middle school concept is simultaneously compelling in its rationale and 
frustrating in our failure to achieve its potential. What middle school read- 
ing instruction should be is one thing; all too often it is something less. 
This book helps teachers, reading consultants, and administrators bring in- 
structional practice closer to the ideal. 

The book's major purpose is to reaffirm the unique and integral roles 
reading and literacy play in middle school curriculum and instruction. Ad- 
ditionally, the book emphasizes (1) the research-based rationale for what 
we teach in reading and how we teach it; (2) an integration of reading with 
writing; (3) an acknowledgment that middle school reading instruction oc- 
curs within a context that imposes constraints which, in turn, shape the 
nature of middle school reading curriculum and instruction; (4) the impor- 
tance of gradual, contextually bound change relative to the conditions im- 
posed by both policy and environment; and (5) a strategy of creating 
effective instructional improvement through collaboration among practi- 
tioners, teacher educators, and theorists. 

The book is divided into four parts. Part 1 includes four chapters tha 
provide a frame of reference for middle school reading. The five chapters in 
Part 2 focus on middle school reading curriculum and instruction. Part 3 
consists of five chapters in which reading educators and/or practitioners 
describe a particular perspective on how effective reading programs are im- 
plemented in specific school settings. Part 4 consists of a single chapter that 
foreshadows what to expect in middle school reading during the 1990s. 

It is our hope that this book will be of practical assistance to practitioners 
seeking to achieve the potential of the middle school concept, particularly 
as it relates to literacy development. 

GGD 
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PART ONE 



A Frame of Reference 



PRELUDE 

The concept of*he middle school is not a new one. It was developed 
decades ago to meet the special needs of early adolescent students. The 
chapters in this section provide a perspective on the middle school as it 
relates to reading and literacy. Chapters land! describe the development 
of the middle school, its unique student population, and its unique 
instructional Junction, particularly in terms of literacy development. 
Chapter 3 suggests that the middle school may not be achieving its unique 
junction, and Chapter 4 describes how the goals of middle school reading 
are influenced by various classroom management styles. Together, the four 
chapters introduce you to the middle school generally, and to middle school 
reading particularly, and provide a frame cf reference for the remaining 
sections of the book. 



Middle School Reading: 
A Historical Perspective 



David W. Moore 
Greg P. Stefanich 



AN UNDERSTANDING ✓ 
of the reasoning and actions 
that led to the establishmen. 
of middle schools enhances an under- 
standing of how reading instruction is 
conducted in these schools. This chapter 
presents a broad perspective on both 
middle schools and middle school read- 
ing instruction. We describe apparent 
differences between recommended and 
actual practices associated with this insti- 
tution and suggest explanations for these 
differences. 

Establishment of Schools 
in the Middle 

The organization of American public 
schools has moved from two levels to 
three. Most public school students in the 
early 1900s attended an 8-year elemen- 
tary program and a 4-year secondary 
program; however, by the 1980s most 
students attended a three-level structure 



as school districts inserted 
a level of schooling be- 
tween elementary and sec- 
ondary. This new middle level grouped 
grades 4-9 into different patterns. For ex- 
ample, grades 4-6 were grouped and la- 
beled intermediate or upper elemeniaiy 
school. In 1970 the dominant pattern 
consisted of junior high schools with 
grades 7-9, but by 1984 the dominant 
pattern shifted to middle schools with 
grades 6-8 (McEwin & Alexander, 
1987). Thus, most accounts of the estab- 
lishment of middle schools begin with 
the founding of junior high schools in the 
early 1900s (Barton, 1975; Peeler, 1975; 
Toepfer, 1982). 

Junior High Schools 

Around the turn of the century, educa- 
tors began recognizing the value of a dis- 
tinctive educational program for students 
in the middle grades. Reports by national 



committees of educators who studied 
secondary schooling reflected changes 
that were occurring and helped shape fu- 
ture changes. 

In 1892 the National Council on Edu- 
cation named Harvard University Presi- 
dent Charles W. Eliot to chair a 
committee whose purpose was to recom- 
mend a program of studies for secondary 
schools. Among other things, the influ- 
ential Report of the Committee on Sec- 
ondary School Studies (National 
Education Association, 1893/1969) rec- 
ommended changing the dominant 8 
year/4 year structure to a 6-year elemen- 
tary and 6-year secondary program. To 
achieve this 6-6 structure, seventh and 
eighth grade students were to be moved 
to a secondary environment with special- 
ized course offerings. This recommenda- 
tion marked a change in the treatment of 
middle grade students in comparison 
with primary grade students. 

The Cardinal Principles of Secondary 
Education (National Education Associa- 
tion, 1918) explicitly called for second- 
ary education to be divided between 
junior and senior periods. Among other 
things, this report called for students in 
the junior period to explore their apti- 
tudes in order to tentatively choose the 
type of occupation they would pursue 
later; students in the senior period were 
to receive training in their chosen fields. 

Another recommendation contained 
in iliis report was to broaden the post- 
elementary school curriculum. The com- 
mittee stated that secondary schools 
should do more than prepare students for 
college. This recommendation paved the 
way for the life adjustment and voca- 
tional guidance functions junior and sen- 

:RjC wx? and Stefanich 



ior high schools eventually assumed. 

The number of junior high schools 
grew enormously during the first half of 
the twentieth century. The first junior 
high schools opened in Columbus, Ohio, 
and Berkeley, California, in 1910. Fifty 
years later, about 80 percent of all high 
school graduates had experienced a 6-3- 
3 program (Alexander, 1987). 

School conditions are rooted in the ec- 
onomic and social situations as well as 
the psychological theories of the time 
(Chubb & Moe, 1986; Kliebard, 1986; 
Wiebe, 1969), and the impetus for junior 
high schools was no exception. For ex- 
ample, when early reports on secondary 
schooling were written, U.S. society was 
moving from an agrarian to an industrial 
economy. Improved technology reduced 
the need for chores and responsibilities 
in the home, and promoted the hiring of 
specialists in manufacturing and serv- 
ices. Industrialists concerned with edu- 
cation wanted to change the curriculum 
for middle level students in order to pro- 
duce citizens and workers educated 
enough to meet the rapidly changing de- 
mands of the new order. 

Child labor laws and compulsory 
schooling laws of the time kept students 
in school. These laws, and the increasing 
population and urbanization of the early 
1900s, led to the need for a new school 
structure that would relieve the enroll- 
ment pressures on elementary and high 
school buildings. Another impetus for 
junior high schools was provided by G. 
Stanley Hall, who pioneered the study of 
child development during this period. 
Hall (1904) published an influential two 
volume work that emphasized the 
uniqueness of early adolescents and 

16 
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stressed the importance of considering 
their special needs when planning educa- 
tional programs. 

In sum, a distinctive school organiza- 
tion for middle level students bega l4 with 
the emergence of junior high schools in 
the early 1900s. These schools resulted 
from the work of three influential 
groups: (1) those who were concerned 
about efficiently producing good work- 
ers and enlightened citizens, (2) those 
who wanted to relieve overcrowded 
schools, and (3) those who wanted to 
provide children with an environment 
that fit their particular stage of develop- 
ment. The concerns and beliefs of many 
people were combined in producing this 
particular school structure. 

Middle Schools 

The notion of middle schools as an al- 
ternative to junior hif.h schools emerged 
in the 1960s. Educators noted that junior 
high schools were not serving the edu- 
cational purpose for which they were 
intended. As Eichhorn (1980, p. 57) 
stated, the movement "erupted as a pro- 
test against the program, not against the 
concept, of the junior high school." 

The concept of the junior high that 
middle school advocates wanted to pre- 
serve was stated best by Gruhn and 
Douglass (1947) in The Modern Junior 
High School They summarized their 
concept of an optimal educational pro- 
gram for early adolescents by stating the 
six functions of the junior high school: 
integration, exploration, guidance, dif- 
ferentiation, socialization, and articula- 
tion. The following excerpt from The 
Modern Junior High School describes 
these functions of middle level educa- 

ERIC 1 



tion: 

Function 1 
Integration 

To provide learning experiences in which 
pupils may use the skills, attitudes, inter- 
ests, ideals, and understandings previously 
acquired in such a way that these will be- 
come coordinated and integrated into effec- 
tive and wholesome pupil behavior. 

To provide all pupils a broad, general, 
and common education in the basic knowl- 
edges and skills which will lead to whole- 
some, well-integrated behavior, attitudes, 
interests, ideals, and understandings. 

Function 2 
Exploration 

To lead pupils to discover and explore 
their specialized interests, aptitudes, and 
abilities as a basis for decisions regarding 
educational opportunities. 

To lead pupils to discover and explore 
their specialized interests, aptitudes, and 
abilities as a basis of present and future vo- 
cational decisions. 

Function 3 
Guidance 

To assist pupils to make intelligent deci- 
sions regarding present educational activi- 
ties and opportunities and to prepare them 
to r lake future educational decisions. 

"b assist students to make intelligent de- 
cisions regarding present vocational oppor- 
tunities and to prepare them to make future 
vocational decisions. 

To assist pupils to make satisfactory men- 
tal, emotional, and social adjustments in 
their growth toward wholesome, well- 
adjusted personalities. 

To stimulate and prepare pupils to partic- 
ipate as effectively as possible in learning 
activities so that they may reach the maxi- 
mum development of their personal powers 
and qualities. 

Function 4 
Differentiation 
To provide differentiated educational fa- 
cilities and opportunities suited to the vary- 

? Middle School Reading: A Historical Perspective 
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ing backgrounds, interests, aptitudes, 
abilities, personalities, and needs of pupils 
in order that each pupil may realize most 
economically and completely the ultimate 
aims of education. 

Function 5 
Socialization 

To provide increasingly for learning ex- 
periences designed to prepare pupils for ef- 
fective and satisfying participation in the 
present complex social order. 

To provide increasingly for learning ex- 
periences designed to prepare pupils to ad- 
just themselves and contribute to future 
developments and changes in the social 
order. 

Function 6 
Articulation 
To provic^ a gradual transition from pre- 
adolescent education to an educational pro- 
gram suited to the needs and interests of 
adolescent boys and girls (pp. 59-60). 

The*;? functions of the junior high 
school can be taken as the theoretical 
foundation of middle level education. 
Middle level programs were expected to 
provide a transition between elementary 
and secondary schooling to meet the 
needs of early adolescents. These pro- 
grams were to blend the child-centered 
nurturing emphasis of elementary schools 
with the subject-centered competitive 
emphasis of secondary schools. 

As noted previously, middle school ad- 
vocates asserted that junior high pro- 
grams were not performing the desired 
functions of middle level education. Jun- 
ior high schools were seen to be mere 
replicas of senior high schools. The ra- 
tionale for junior high schools might 
have been based on the lofty functions 
presented by Gruhn and Douglass and 
others, but the actual practices in junior 
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highs were seen to reflect the academic 
orientation of senior highs. 

Modern Middle Schools 

In order to clarify how a program 
could be designed to fulfill the classic 
i nctions of middle level education, re- 
cent publications list the essential char- 
acteristics of middle school programs 
(Lipsitz, 1984; nassp's Council on 
Middle Level Education, n.d.; National 
MidcTe School Association, 1982) and 
describe surveys of the features of exem- 
plary middle school programs (George 
& Oldaker, 1986). These publications 
help answer the question, "What makes a 
middle school a middle school?" After 
all, simply grouping grades 5-8 or 6-8, 
attaching a high sounding ntionale to the 
new school organization, and calling it a 
middle school will not sufficiently fulfill 
the educational needs of early adoles- 
cents. In fact, some junior high schools 
with grades 7-9 fulfill the needs of early 
adolescents better than named middle 
schools (Yoder, 1982). 

Recommended Practices 

Alexander (1987) examined the litera- 
ture on middle level education and sum- 
marized the essential characteristics of a 
true middle school rl ogram. A para- 
phrased version of his summary follows. 

1 . An interdisciplinary organization 
with a flexibly scheduled day. Teachers 
from academic specialties such as lan- 
guage arts, mathematics, science, and 
social studies meet regularly in order to 
coordinate their instruction for a particu- 
lar group of students. Actual team teach- 
ing might occur, but the emphasis is on 



Joint planning can help teachers effectively meet students' diverse needs. 



mutual planning in order to meet stu- 
dents* needs. For instance, teachers 
might meet weekly in order to monitor 
the behavior of students who are acting 
up or becoming overly withdrawn. Inter- 
ventions are designed to promote the 
personal development of such young- 
sters. During the meetings, teachers 
might pian lessons that capitalize on 
what is being presented in one another's 
classes. Science and social studies teach- 
ers might have their students summarize 
materials according to the guidelines 
presented by the language arts teacher. 
With a flexibly scheduled day, class peri- 
ods of unequal times might be presented. 
For example, teachers might combine 



their classes twice a week for large sec- 
tion activities that last twice as long as 
normal. A homeroom period might be 
offered that allows students to participate 
in activities they choose on a daily, 
weekly, or monthly basis. 

2. An adequate guidance program, 
including a teacher advisory plan. 
Teachers meet regularly with a home- 
room or advisory group of students in 
order to perform various activities and 
provide guidance. Teachers might publi- 
cize and encourage students to partici- 
pate in different clubs during this time, 
or they might counsel students individu- 
ally or in groups about personal, aca- 
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demic, and vocational issues. For 
instance, programs that deal with smok- 
ing, alcohol, and drugs might be offered 
in homerooms. Teachers assume a spe- 
cial responsibility for the personal well- 
being of the students assigned to them. 

3. A full-scale exploratory program. 
Exploration is offered in different ways. 
First, teachers offer short courses in sub- 
jects such as foreign langu^es and the 
fine and practical arts in order to expose 
students to their contents. Longer 
courses in these subjects are offered later 
in individuals' programs. Second, teach- 
ers offer programs and clubs in special 
interest areas such as photography and 
aviation. Students are able to participate 
in these activities because of the flexibly 
scheduled day. Minicourses on nontradi- 
tional topics such as mythology and 
medicine also could be offered. Finally, 
teachers encourage students to pursue in- 
dependent investigations of the topic be- 
ing studied during the regular course 
work. 

4. Curriculum provision for such 
broad goals and domains as personal de- 
velopment, continued learning skills, 
and basic knowledge areas. This rather 
general goal is meant to underlie all the 
course offerings of a middle school. A 
curriculum of personal development 
seeks to promote areas such as physical 
wellness and decision making. A school 
that fosters continued learning skills in- 
cludes attention to higher older literacy 
and thinking strategies as well as infor- 
mation processing tools such as com- 
puters and reference sources. Basic 
knowledge areas include the concepts 
and ideas about the world that character- 
ize educated citizens. 



5. Varied and effective instructional 
methodology for the age group. Teachers 
do more than present lectures, conduct 
recitations, and monitor seatwork with 
whole-class groups. Instead, they might 
follow up a large group presentation with 
small group interaction, use multimedia 
presentations, and allow peer tutoring or 
some form of cooperative learning. 
Teachers present material at rates that are 
appropriate for particular groups of 
learners. The methodology is varied to 
respect the diversity and the increasing 
sophistication of middle school students. 

6. Continued orientation and articu- 
lation for students, parents, and teach- 
ers. Administrators and teachers 
introduce the middle school program to 
new students and their parents annually. 
Provisions are made for the orientation 
of new families during the year. Ongoing 
communication is maintained between 
the school and the home. In addition, 
teachers participate in staff development 
activities to refine their skills in carrying 
out the functions of middle level educa- 
tion. 

The first three items noted by Alexan- 
der describe entities that are especially 
important for distinguishing middle 
schools from other school levels. An in- 
terdisciplinary organization, a guidance 
program with a teacher advisory plan, 
and an exploratory program are the 
hallmarks of exemplary middle schools. 
The other items listed— provisions for 
broad curricular goals and domains, ap- 
propriate instructional methodology, and 
continued orientation and articulation— 
seem to fit primary, secondary, and mid- 
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Actual Middle School Practices 

In order to determine the extent to 
which practices characteristic of exem- 
plary middle schools were being imple- 
mented, Binko and Lawlor (1986) 
conducted a small-scale survey. Re- 
sponses from 237 teachers and 43 school 
administrators revealed that the recom- 
mended practices most evident in actual 
middle schools were: 

• Emphasis on basic skills. 

• Differentiation of teaching methods 
according to student abilities. 

• Utilization of media. 

• Differentiation of subject area ob- 
jectives according to ability. 

• Encouragement of creative ideas by 
students. 

The practices rated least evident were: 

• Interdisciplinary team teaching. 

• Single discipline team teaching. 

• Ability of teachers to function as 
counselors. 

• Provisions for minicourses. 

• Use of a nongraded organization 
(p.83). 

The findings obtained from this small 
sample of middle schools reveal a dis- 
crepancy between recommended and ac- 
tual practice. Although the respondents 
reported instructional emphases in some 
recommended areas, not evident were 
interdisciplinary cooperation, personal 
guidance, and exploratory programs. 
These finding? are consistent with those 
from several dissertations conducted 
since 1978 (Brown, 1978; Holmes, 
1981; Munsell, 1984; Nesper, 1981). 
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Various explanations are possible for 
the apparent gap between recommended 
and actual practice in middle schools. 
One is that many groups in U.S. society 
combined to establish this level of 
schooling, and not all of the groups were 
motivated primarily by the theoretical 
considerations of teaching young adoles- 
cents according to their particular stage 
of development. 

For instance, concerns about declining 
enrollment motivated some people to 
promote middle schools. In the 1960s 
and early 1970s, comprehensive high 
schools became underutilized. Tb rem- 
edy this situation, the ninth grade was re- 
turned from the junior high to the senior 
high, and the junior high was called a 
middle school. 

Groups working to racially integrate 
schools also promoted the middle school 
structure. Black children and white chil- 
dren typically went to separate schools 
because they lived in segregated commu- 
nities. Integrationists respected the need 
for elementary schools to be located 
within each community, but they wanted 
to bring together students from the seg- 
regated communities as soon as possible. 
Seventh grade was considered too late 
for successfully mixing children from 
different races, so fifth or sixth grade 
was chosen, and the new structure was 
called a middle school. 

Even if a middle school was estab- 
lished according to professional recom- 
mendations, many forces could work 
against its continuation. School admin- 
istrators facing tight budgets have dif- 
ficulty scheduling classes so that 
interdisciplinary groups of teachers can 
meet and plan cooperatively. In addition, 
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teacher education institutions have been 
slow to develop distinct programs for 
middle level educators, and state certifi- 
cation standards almost universally allow 
teachers trained in a senior high model to 
work in the middle grades. According to 
Alexander and George (1981), "Proba- 
bly the greatest problem and need of the 
middle school movement is the lack of 
personnel trained for and committed to 
the education of transescents" (p. 20). 

Middle School Reading 

This section turns from the general 
middle school movement to the specific 
reading instruction methods associated 
with these schools. Reading instruction 
is needed that meets early adolescents' 
requirements in areas such as integration, 
exploration, and socialization. Appropri- 
ate instruction also is necessary in areas 
specific to reading development. Know- 
ing the general developmental needs as 
well as the specific reading needs of pre- 
teens helps educators plan effective read- 
ing programs. When considering the 
reading needs of this age group, it is 
important to realize that even average 
readers differ considerably. Students 
who achieve the same scores on reading 
tests have different interests, aptitudes, 
personalities, backgrounds, and learning 
styles. Moreover, not all readers are av- 
erage. Problem readers and superior 
readers always exist. 

Hall and other child development re- 
searchers stimulated inquiry into the 
stages of reading development exhibited 
by preteens and other age groups (Gray, 
1939). By the mid 1930s, authorities 
such as McCallister (1936), McKee 
(1934), and Thorndike (1934a, b, c) had 
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articulated the characteristic reading 
needs of middle level students. More re- 
cent statements about this topic (Early, 
1984) have retained most of the initial 
thinking. In brief, average readers at the 
end of fourth gradQ generally have 
achieved basic fluency. They are jble to 
read in thought units rather than word by 
word. Average readers also have well de- 
veloped strategies for decoding unfamil- 
iar words. Long words night stump 
these students, but the difficulty proba- 
bly arises because they do not have the 
words in theis listing vocabularies or 
because the words contain spelling con- 
structions no*, yet encountered. 

Average readers at the end of fourth 
grade also have basic comprehension 
strategies. They can answer questions 
about information stated explicitly in the 
text, but they have difficulty with ab- 
stractions. Because of the limited amount 
of background information acquired up 
to this time, these readers frequently 
misinterpret information and miss allu- 
sions to ideas. Finally; average readers at 
this stage typirally have few study strate- 
gies. Many students progress readily 
through reading tasks in primary grades 
but are frustrated by tasks presented in 
midi!!e grades. For the first time, stu- 
dents must silently understand and retain 
quantities of complex written informa- 
tion. Preparing for chapter tests and re- 
porting information synthesized from 
various materials can be frustrating for 
these students unless they receive appro- 
priate instruction. 

Recommended Reading Practices 

In order to determine the features of 
successful middle school reading and 
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writing programs, the Center for Early 
Adolescence at the University of North 
Carolina at Chapel Hill began the Project 
on Adolescent Literacy in 1985. Inves- 
tigators visited 32 sites that boasted 
successful programs and isolated 11 
characteristics of their literacy instruc- 
tion. Defining these features seems to be 
the most productive way to recommend 
practices for better reading programs. 
According to this report, teachers in suc- 
cessful middle level literacy programs: 

• Spend a high proportion of time on 
actual reading and writing. 

• Teach skills in the context of actual 
reading and writing. 

• Stress silent reading, reserving oral 
reading for special activities, such 
as dramatic readings or sharing stu- 
dents' written pieces. 

• Teach strategies for reading com- 
prehension. 

• Build lessons on the background 
information and experience of the 
students. 

• Integrate speaking and listening 
activities with reading and writing 
activities. 

• Focus on writing. 

• Model for students how experi- 
enced readers and writers plan and 
accomplish their goals. 

• Give students hands-on experiences 
that help them understand what they 
read and write. 

• Facilitate discussions rather than 
lead them by asking open-ended 
questions that elicit answers requir- 
ing critical thinking rather than 
yes/no answers, and by modeling 
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the way responsible adults learn 
through discussion. 

• Use varied heterogeneous as well as 
homogeneous groupings and re- 
group students around interests as 
well as ability levels (Center for 
Early Adolescence, 1987, p. 3). 

The exemplary reading practices listed 
reflect some traditional and some rela- 
tively new recommendations from the 
reading education literature. One of the 
longest standing recommendations found 
in the list is to have middle school stu- 
dents spend a high proportion of time 
reading. To do such reading, students re- 
quire access to library books, maga- 
zines, brochures, and audiovisual Uts, 
rather than being restricted to textbooks 
and workbooks. Spending a high propor- 
tion of time reading helps satisfy general 
developmental needs for integration and 
exploration as well as specific reading 
needs for interest and knowledge of the 
world. 

Another familiar recommendation is 
to include reading instruction across the 
curriculum. The idea is for middle 
school teachers to teach students how to 
read subject matter materials. Teachers 
of science, social studies, and home eco- 
nomics are not expected to rely on read- 
ing specialists to improve students' 
reading performance. The recommended 
role for specialists is to support class- 
room instruction with resources and sug- 
gestions and to work with exceptional 
readers. Finally, two other comw . iec- 
ommendations are to grCup students 
flexibly according to reading interests 
and performance and to emphasize com- 
prehension. 

' 2 ^Middle School Reading: A Historical Perspective 
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Two relatively new recommendations 
for middle school reading programs in- 
volve explicit instruction and writing. 
One of the practices listed calls for teach- 
ers to model how they planned and at- 
tained their literacy goals. If students are 
expected to summarize passages, teach- 
ers should summarize a passage first, 
thinking through the process aloud. A 
related recommendation is for teachers 
to teach comprehension strategies. Strat- 
egies differ from skills because strategies 
involve knowing when and why to em- 
ploy particular processes. To illustrate, 
students might be skillful at summariz- 
ing passages requested by others, but 
they might not summarize passages 
when interpreting text by themselves. 
These students would be skillful but not 
strategic. The call for explicit, direct in- 
struction to ensure strategic reading mir- 
rors much of the current thinking in the 
professional literature about teaching 
reading comprehension (Pearson & 
Dole, 1987). 

The second practice calls for a focus 
on writing. The Center for Early Adoles- 
cence list was derived from literacy pro- 
grams rather than from programs 
limited to reading. However, the connec- 
tion between reading and writing has 
been well established Juring the past 
decade. An emphasis on writing is con- 
sistent with much of the current literature 
about middle level reading programs 
(Atwell, 1987). 

Actual Reading Practices 

Recommended reading practices pro- 
vide goals for program development. 
They specify what middle level educa- 
tors should seek in this curricular area. 

• - 
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Knowing the prevalence of these recom- 
mended practices during typical daily in- 
struction also is important. Middle level 
educators who understand the realities of 
actual practice are better able to imple- 
ment ideal programs. 

Published descriptions of reading 
practices in grades 5-8 reveal many ac- 
tual practices that differ from recom- 
mended ones (Goodlad, 1984; Shaver, 
Davis, & Helburn, 1979; Smith & 
Feathers, 1983; Stodolosky, Ferguson, 
& Wimpelberg, 1981). According to 
these reports, students' reading tasks 
generally were to acquire assigned infor- 
mation contained in textbooks. This in- 
formation typically was factual, and 
students generally wrote it on work- 
sheets before going over it in class. The 
essence of the tasks seemed to be to lo- 
cate textbook sentences that contained 
correct answers. Teachers conducted 
large group recitations based on the as- 
signed readings and frequently elabo- 
rated on the text's concepts by explaining 
selected points and reporting personal 
experiences related to the information. 
Students tended to read little connected 
text during the school day. Many stu- 
dents were able to progress through the 
day by relying on the comments of teach- 
ers and other students to get required in- 
formation instead of reading for themsel- 
ves. Practically no time was spent prepar- 
ing students for reading assignment!, or 
teaching specific reading strategies. As 7 
Goodlad (1984, p. 105) summarized, 
"The data from our observations... sup- 
port the popular image of a teacher stand- 
ing or sitting in front of a class imparting 
information to a group of students. Ex- 
plaining and lecturing constituted the 
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most frequent teaching activities 

One caution is important to remember 
when considering reading practices. Be- 
cause a comprehensive, methodologi- 
cally adequate description of middle 
school reading practices is not available, 
the precise nature and extent of practices 
is difficult to pinpoint. The findings 
about actual reading practices reported 
here come from studies that include 
gndes 5-8. 

If the description of reading practices 
presented here applies to most middle 
schools, there is a clear discrepancy be- 
tween recommendations and actualities. 
Having students spend a lot of time read- 
ing and writing, building lessons on the 
background information and experience 
of students, giving students hands-on 
experiences, discussing information crit- 
ically, ana grouping students flexibly are 
missing from the reports of actual 
practices. 

As noted earlier, many forces affect 
what happens in schools. One that seems 
responsible for the actual reading prac- 
tices reported centers around social con- 
trol. Teachers who conduct whole-class 
recitations on information contained in a 
single textbook control the content cov- 
ered. Middle school teachers perceive 
pressure from upper grade teachers, ad- 
ministrators, and parents to produce stu- 
dents who have acquired the information 
customarily presented in school. For in- 
stance, most middle level science curric- 
ula call for students to learn the steps of 
the scientific method, the parts of the 
eye, the life cycle of bean plants, and the 
stages of mitosis. Text based recitations 
allow teachers to present this infor- 
mation (and only this information) cx- 

ERLC 




Middle school students must be able to read 
and understand various technical and scien- 
tific materials. 



peditiously. In addition, teachers are 
expected to produce students who exhibit 
orderly, submissive behavior, and teach- 
ers typically desire such behavior during 
the school day in order to reduce ten- 
sion. Because recitations allow teachers 
to control student behavior, their use 
persists. The persistence of recitations is 
explained by Doyle (1983, p. 186) as 
follows: 

Middle School Reading: A Historical Perspective 
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Some tasks, especially those which involve 
understanding and higher level cognitive 
processes, arc difficult for teachers and stu- 
dents to accomplish in classrooms. In at- 
tempting to accomplish such tasks, students 
face ambiguity and risk generated by the 
accountability system. Teachers, in turn, 
face complex management problems result- 
ing from delays and slowdowns and from 
the fact that a significant portion of the 
students may not be able to accomplish 
the assigned work. As tasks move toward 
memory or routine algorithms, these prob- 
lems arc reduced substantially. 

Conclusions 

The recommendations and the realities 
relative to middle school reading seem to 
be disparate. Too many middle schools 
fall short in practices such as providing 
abundant time and materials for wide 
exploratory reading, teaching reaiing 
across the curriculum through intei dis- 
ciplinary teaming, teaching compre- 
hension strategies explicitly, providing 
enriched opportunities for writing, and 
eliciting thinking. 

Implementing recommended practices 
seems to be the primary issue facing 
middle level educators. Relatively well- 
accepted guidelines are available about 
the type of educational program best 
suited to the needs of early adolescents. 
However, there are no simple procedures 
for effectively instituting and maintain- 
ing these guidelines in middle schools. 
Educators have the task of implementing 
recommended practices in the face of 
powerful social, political, and economic 
constraints. Much progress has been 
made in defining developmental^ appro- 
priate reading instruction for early ado- 
lescents. However, in order to avoid past 
and present criticisms that middle level 



practices are inadequate, educators must 
determine how to enter the twenty-first 
century with the nations middle schools 
implementing appropriate teaching prac- 
tices. 
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SPEND A DAY WATCH- 
ing the immensely diversi- &&> 
fied students in the halls 
of a middle school or a junior high. The 
students you see vary in their physical 
development, social maturity, cognitive 
ability, and emotional growth. This di- 
versity presents educators with special 
challenges that are best met by those 
who are well grounded in theories of ad- 
olescent development and sensitive to the 
complex nature of this age group. The 
middle school movement is an example 
of educators responding to these special 
characteristics. For example, the curric- 
ulum typically provides a broad range of 
options from which students may sam- 
ple, thus appealing to their diverse and 
expansive interests. Options range from 
opportunities for interdisciplinary study 
and for making connections between dis- 
ciplines (Gardner, 1983) to project ori- 
ented activities to accommodate their 



high energy levels and so- 
cial needs. Likewise, the 
organization of most mid- 
dle schools is flexible so that the expand- 
ing needs and interests of students in this 
age group may be encouraged and ac- 
commodated. 

The aim of this chapter is to provide a 
global description of early adolescence. 
Specifically, we (1) present various psy- 
chological theories of early adolescent 
development; (2) summarize physical, 
cognitive, and affective characteristics of 
this age; (3) highlight the influences of 
environmental forces on development, 
and (4) suggest some general implica- 
tions of this information for middle 
school educators. 

Theoretical Views of Early 
Adolescent Development 

It is evident from the literature that 
there are few conceptual frameworks de- 
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signed to "understand, research, and in- 
terpret early adolescent development, 
learning, and experience" (Thornburg, 
1980, p. 216). For the most part, early 
adolescent researchers have extrapolated 
insights from the grand theories of hu- 
man development. While such theories 
can be used as guidelines, they are lim- 
ited because they do not address this spe- 
cific developmental stage. Moreover, 
while grand theories may consider 
school-aged adolescent youth, the era in 
which they were constructed does not re- 
flect accurately the complex and multifa- 
ceted world many modern young people 
are experiencing. Many of the traditional 
perspectives also are limited to uni- 
dimensional views of development, and 
it is apparent that development is much 
more complex. 

However, theoretical models related 
specifically to adolescent development 
have begun to emerge. Recent models 
have expanded to incorporate the interac- 
tion between adolescents and their envi- 
ronment as a factor in their development. 
For example, some research has focused 
on the interplay of biological and psy- 
chosocial aspects of development among 
young adolescents (Brooks-Gunn & 
Peterson, 1983). These studies have 
given rise to multidisciplinary models of 
development that address the relation- 
ship among biological, psychological, 
and social factors (Lerner & Foch, 1987) 
and contextual orientations (Lerner & 
Kauffman, 1985). 

Despite their shortcomings, grand the- 
ories do provide insight into adolescent 
development. Therefore, we present 
overviews of both the relevant grand the- 
ories and more recent approaches to 



early adolescent development. 
Erikson's Industry and Identity 

One of the grand theories that is par- 
ticularly relevant to middle school edu- 
cators and researchers is Erikson's 
(1963) theory of personality. It suggests 
that individuals encounter the following 
eight developmental stages or tasks 
throughout life: (1) Trust vs. Mistrust, 
(2) Autonomy vs. Shame and Doubt, (3) 
Initiative vs. Guilt, (4) Industry vs. Infe- 
riority, (5) Identity vs. Role Confusion, 
(6) Intimacy vs. Isolation, (7) Generativ- 
ity vs. Stagnation, and (8) Integrity vs. 
Despair. Of these, Stages 4 and 5 are rel- 
evant to the early adolescent. 

Each age-related stage consists of a 
"crisis" or turning point that must be re- 
solved. Positive resolution of a crisis aid? 
in the resolution of subsequent crises, and 
each resolution contributes to healthy 
personality or ego development. If crisis 
resolution is not achieved during the 
appropriate stage, later experiences can 
provide further opportunity for successful 
resolution. For example, a teacher who is 
supportive of a student's activities may 
help reverse feelings of guilt or inade- 
quacy from a previous stage. 

In the Industry vs. Inferiority stage, 
the school-aged child is engaged in de- 
veloping a sense of industry that leads to 
a feeling of competence. It is during this 
stage, from ages 6-12, that broader skills 
and knowledge are acquired. For exam- 
ple, prior to age 6, children are commit- 
ted to learning basic skills such as 
walking, dressing, and playing coopera- 
tively with peers. As the child reaches 
early adolescence, these basic skills give 
rise to greater and more demanding 
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skills, including the ability to demon- 
strate productive work, increased inde- 
pendence, and greater responsibility. In 
short, the individual "learns to win rec- 
ognition by producing things" (Erikson, 
1963, p. 259). Consequently, individuals 
may develop a sense of inadequacy at 
this age if they are not afforded the op- 
portunity to master these tools and skills, 
to participate in society in a responsi- 
ble fashion, and to receive recognition. 
These feelings of inadequacy or inferior- 
ity may discourage students from subse- 
quently establishing a sense of identity, 
the crisis confronting adolescents. 

While exploring a sense of accom- 
plishment and skill, early adolescents 
also are concerned with others' percep- 
tions of them as well as with their role or 
place in the broader social context. Ac- 
cording to Erikson, this growing concern 
with the self is a rudimentary step in re- 
solving one's identity, or the beginning of 
the Identity vs. Role Confusion stage. 
The adolescent task is one of resolving 
the identity conflict, either by establish- 
ing an identity or by felling into a state of 
identity diffusion. This state is marked 
by the increasing need for the individual 
to balance childhood assumptions and 
behaviors with the oncoming adult roles 
as prescribed by cultural surroundings. 
Many early adolescents begin the initial 
steps of identity formation in response to 
bodily changes caused by puberty as 
well as accelerated social norms and 
expectations. 

Erikson notes that in the struggle to re- 
define themselves and their roles, adoles- 
cents often confront the adults with whom 
they interact, challenge existing so- 
cial structures, and adopt idols as role 

jj£ eisser, Anders, and Glider 30 



models. Moreover, during this stage 
young people may temporarily overident- 
ify with the heroes of cliques and crowds. 
These cliques provide both peer support 
and the opportunity to test one another's 
growing sense of identity. Prior to estab- 
lishing this sense of self, however, adoles- 
cents often explore and challenge 
extremes. These extremes, according to 
Erikson, often include rebellious, devi- 
ant, and self-destructive acts. 

In sum, Erikson perceives the early 
adolescent and the adolescent years as a 
time in which individuals are seeking 
new adventures and challenges in order 
to establish a sense of competency. It 
also is a time to compare themselves 
with others and test social limits in order 
to ascertain a sense of their own identity. 

Maslow's Needs Theory 

Another viable approach for under- 
standing and working with young adoles- 
cents is Maslow's (1943) theory of 
human motivation. In brief, Maslow ar- 
gued that all individuals express five ba- 
sic human needs that must be met or 
satisfied in order for physical and psy- 
chological growth to continue. These 
needs are hierarchical in nature and in- 
clude, from the lowest to the highest: 
physiological needs, safety, love and be- 
longing, esteem, and self-actualization. 

From this perspective, early adoles- 
cents must first satisfy basic physiologi- 
cal needs such as hunger and thirst. 
When these needs are not fulfilled, they 
dominate one's thinking or existence. For 
example, hungry students are probably 
more concerned with their empty stom- 
achs than with their academic tasks. Sen- 
sitive teachers recognize the increased 
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nutritional needs of their rapidly growing 
students. 

The next need is safety, being free of 
danger and feeling safe and secure. 
Maslow suggested that safety needs are 
especially apparent ir young people, 
who are less able than adults to control 
their surroundings. According to 
Maslow, one indication of young people's 
need for safety is their "preference for 
some kind of undisrupted routine or 
rhythm" (1943, p. 377). Maslow further 
stated that children "generally prefer a 
safe, orderly, predictable, organized 
world, which [they] can count on, and in 
which unexpected, unmanageable, or 
other dangerous things do not happen" 
(p. 378). Instances of injustice, unfair- 
ness, or inconsistency can make the 
early adolescent feel anxious and unsafe. 
Such feelings may manifest themselves 
in unruly, rebellious, withdrawn, or de- 
pressed behavior. Sjch behavior is an at- 



tempt by the individual to gain control or 
feel secure within the environment. 

When physiological and safety needs 
are satisfied, love and i>elonging become 
important. For early adolescents, at- 
tempts to satisfy belonging needs are evi- 
dent in their friendships, formation of 
groups or cliques, and identification with 
role models. Once individuals are secure 
in their belonging needs, their attention 
turns toward fulfilling esteem needs. 

Maslow defined esteem needs as th^ 
"desire for a stable, firmly based, usually 
high evaluation of [oneself], for self- 
respect, or self-esteem, and for the 
esteem of others" (p. 381). Esteem needs 
are broken into two categories. One cate- 
gory is the desire for feelings of achieve- 
ment, adequacy, and confidence within 
oneself; the other is the desire to be rec- 
ognized and appreciated by others. Simi- 
lar to Erikson's (1963) idea of Industry, 
satisfying esteem needs leads to confi- 



Friendship and peer acceptance are especially important for early adolescents. 
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dence and feelings of worth and use in 
the world. Conversely, not satisfying 
such needs leads to feelings of inferior- 
ity, weakness, and helplessness. 

Last in Maslow's hierarchy of needs 
are those related to self-actualization. 
These needs spring from the individual's 
desire for self-fulfillment, to "become 
everything that one is capable of becom- 
ing" (p. 383). Self-actualization is gener- 
ally associated with older individuals. 

Developments! Tasks 

Erikson's and Maslow's theories, while 
providing insight into early adolescence, 
are not specifically theories of early ado- 
lescent development. They are broad 
perspectives on personality develop- 
ment and human motivation. For these 
reasons, some (Havighurst, 1952; 
Thornburg, 1980) prefer to view early 
adolescent development in terms of de- 
velopmental tasks. 

Havighurst initiated the concept of de- 
velopmental tasks, arguing that much of 
human development revolves around 
learning. For example, individuals learn 
to walk, talk, read, work, and interact 
with others. In short, living involves 
learning a series of tasks or behaviors. 
Because they must be learned to secure 
reasonable happiness and success, they 
constitute the developmental tasks of life. 
In general, developmental tasks are those 
encounters or challenges occurring at 
particular points in the life cycle which, 
if mastered or .ssolved, facilitate the suc- 
cessful well-being and development of 
the individual. 

Developmental tasks have roots in sev- 
eral individual and environmental 
forces. Some developmental task.* result 



from physical maturation. For example, 
during adolescence the physical changes 
of puberty require adjustment to a new 
physique as well as to a new code of ac- 
ceptable behavior with those of the oppo- 
site gender. 

Some tasks stem largely from societal 
pressures. According to Havighurst, ad- 
olescents face the tasks of "achieving a 
masculine or feminine social role" (p. 
37) and "developing intellectual skills 
and concepts necessary for civic compe- 
tence" (p. 54). Such tasks are heavily in- 
fluenced by the views and expectations 
of one's culture and environment. 

Other tasks involve the development of 
the individual's personality or self. "As 
the self evolves, it becomes increasing- 
ly a force in its own right in the subse- 
quent development of the individual" 
(Havighurst, 1952, p. 62). Tasks stem- 
ming from personal goals include those 
related to choosing an occupation and 
developing a philosophy of life. For ado- 
lescents, "acquiring a set of values and 
an ethical system as a guide to behavior" 
(p. 62) is a developmental task derived 
largely from one's personality. 

In brief, Havighurst recognized six 
life stages: Infancy and Early Childhood, 
Middle Childhood, Adolescence, Ear- 
ly Adulthood, Middle Age, and Later 
Maturity. For each of these stages, 
Havighurst delineated approximately 6- 
10 tasks, or 48 developmental tasks in 
all. Some tasks are universal and invaria- 
ble from culture to culture (those based 
on biological maturation), while others 
vary according to cultural values (those 
that grow out of societal pressures). 

Developmental tasks can be recurrent 
or nonrecurrent. Recurrent tasks are 



ERIC 



'reisser, Anders, and Glider 



'32 



21 



0 

ERIC 



those that "recur over a long period of 
time, in varying but closely related as- 
pects" (Havighurst, 1952, p. 31). For ex- 
ample, the task of getting along with 
one's age-mates occurs within each life 
stage, although each stage involves ' 
ferent aspects of social integration. Con- 
versely, nonrecurrent tasks are those 
that, once mastered, no longer represent 
a developmental issue. Examples include 
learning to walk and talk. 

Havighurst's model, as Thornburg 
(1980) notes, provides a viable means of 
understanding early adolescents. There 
is almost certainly a set of common "de- 
velopmental, social, and behavioral 
characteristics [that] are being encoun- 
tered by early adolescents today" (p. 
216). These shared experiences or devel- 
opmental tasks are important in making a 
transition into adolescence. Thornburg 
designated seven such tasks for the early 
adolescent: (1) becoming aware of in- 
creased physical changes, (2) organizing 
knowledge and concepts into problem 
solving strategies, (3) learning new so- 
cial/sex roles, (4) recognizing one's iden- 
tification with stereotypes, (5) de- 
veloping friendships with others, (6) 
gaining a sense of independence, and (7) 
developing a sense of morality and val- 
ues (p. 216). 

According to Thornburg, it is essential 
that early adole .ents have opportunities 
to pursue these tasks. Such experiences 
will enable them to gain a greater under- 
standing of themselves "developmental^, 
socially, and behaviorally" (p. 217) and 
to "function better as an adolescent, and 
subsequently as an adult" (p. 220). 
Moreover, as these young people often 
may not know how to approach task- 



related issues, it is important that adults 
offer support and guidance toward suc- 
cessful resolution. 

Biological/Psychosocial Relations 

A more recent model addressing ado- 
lescent development is that of recipro- 
cal biological/psychosocial relations 
(Lerner, 1985). In brief, this model sug- 
gests that adolescents, because of their 
individual physical and behavioral char- 
acteristics, elicit different responses 
from people than do other groups. These 
reactions by others feed back to adoles- 
cents and influence their further develop- 
ment. Thus, adolescents influence their 
own development by influencing social 
contexts and socializing agents. 

Within this model, there are three 
ways in which the early adolescent acts 
as a "producer of his/her own develop- 
ment" (p. 357), First, the adolescent may 
be a "stimulus," causing different types of 
reactions from others. Variations in char- 
acter, physique, temperament, ability, 
and personality create certain reactions 
from observers that have an influence on 
the adolescent's subsequent behavior 
and/or development. 

Second, adolescents act as "proces- 
sors" of information gleaned from others' 
reactions. The role of processor is not 
consistent and predictable; rather, it is 
affected by environmental cues and other 
aspects of development such as physical 
and emotional changes. Nonetheless, the 
adolescent as processor suggests that de- 
velopment is influenced by the ways in- 
formation is processed, cognitively and 
emotionally, and by the ways perceptions 
of others and others' reactions are proc- 
essed. 
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Third, during early adolescence indi- 
viduals become increasingly able to act 
as w agent, shaper, or selector" in their de- 
velopment. That is, they are capable of 
choosing the activities in which they 
wish to engage, the peer groups to which 
they want to belong, and the manner in 
which they want to conduct themselves. 
This ability to independently shape or 
select their environment, as well as their 
behaviors, certainly influences their 
development. 

Embedded within this model is the no- 
tion of w goodness-of-fit. w This term refers 
to how closely one's individual charac- 
teristics or behaviors match those char- 
acteristics or behaviors called for or 
expected in particular settings or by sig- 
nificant others. The premise is that if 
there is a good fit between an adoles- 
cent's exhibited traits and the traits ex- 
pected by others, the adaptation to a 
given setting will be smoother and more 
successful. Environments characterized 
by little discrepancy of fit tend to provide 
more support for the adolescent and to 
encourage developmental growth. 

For example, teachers may react dif- 
ferently to a 13-year-old, early-maturing 
male who is attractive, tall, and has a 
well-developed body than to a less devel- 
oped age-mate (adolescent as stimulus). 
Teachers may expect advanced cognitive 
performance, more refined or mature 
behavior, and greater athletic prowess 
from the early-maturing male. If the 
young man demonstrates delayed cogni- 
tive function (adolescent as processor), 
engages in unruly or childlike behaviors, 
or expresses apathy toward physical ac- 
tivities (adolescent as .gent), a discrep- 
ancy of fit exists. Consequently, adaptive 
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interactions may be hindered and subse- 
quent development altered. 

In sum, Lerner (1985) argues that 
early adolescents play an integral and 
dynamic role in mapping their own de- 
velopmental courses. Early adolescents' 
diverse and changing cognitive, social, 
and emotional processing skills enable 
them to "provide match or goodness-of- 
fit with adaptational demands emanating 
from the social context" (p. 362) in vary- 
ing degrees. 

Applying the Theories 

These theoretical perspectives, both 
the grand theories and the theories de- 
signed to describe the adolescent, pro- 
vide practitioners with assumptions from 
which to organize schools and develop 
curricula. It is evident that this period of 
life is marked by rapid and multiple 
changes, both individual and environ- 
mental, and that these changes interact in 
a simultaneous and dynamic fashion. 
Thus, middle level educators who adopt 
a multidimensional approach are fa- 
cilitating their students' growth. Mo^e 
precisely, attending to the factors of de- 
velopment-physical, intellectual, emo- 
tional, and social -is especially critical 
while early adolescents are striving to 
gain a sense of competency, worth, es- 
teem, and identity. 

Early adolescents are faced with a 
number of unique tasks such as adapting 
to bodily changes, establishing appro- 
priate gender-related behaviors, and dis- 
cerning the responsibilities associated 
with greater independence. Similarly, 
they are experiencing numerous physi- 
cal, psychological, and social needs. 
Teachers must be sensitive to these chal- 
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lenges and respect their students' needs 
and emotions as well as offer guidance 
and support. Finally, early adolescents 
are active participants in student devel- 
opment because of their individual char- 
acteristics, their processing abilities, and 
the choices they make. This being the 
case, adults wishing to facilitate student 
development will work with them toward 
a successful transition to a new life stage. 

Empirical Views 
of Early Adolescents 

Research on early adolescents and ad- 
olescent development and behavior is ex- 
tensive and varied, and is critical to 
those who work with these young peo- 
ple. A brief oierview of some of the 
more comnrn topics and general find- 
ings within this body o; research is pre- 
sented here. 

Individual and Malurational Issues 

Physical concerns. The diversity of 
physical development in this life stage, 
especially in terms of growth and hormo- 
nal change, is more profound than at any 
other stage of life. Both boys and girls 
begin a major growth spurt during early 
adolescence, although females begin ear- 
lier (ages 10-12V2) than males (ages 
1272-16). Puberty is concurrent with 
this adolescent growth spurt. 

Whether early adolescents interpret 
physical maturation positively or nega- 
tively is influenced by how others react 
to their bodily changes. If significant 
adults (teachers, parents, club leaders) 
view pubertal changes with respect and 
approval and provide ways to express ac- 
ceptance of the individual's more mature 
status, the transition into full sexual ma- 
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turity will be smoother. 

Cognitive concerns. Piaget's work 
(Gruber& Voneche, 1977; Piaget, 1970, 
1972) is important in considering re- 
search on intellectual functioning among 
early adolescents. Piaget asserted that 
cognitive development progresses 
through four qualitatively different 
stages: (1) sensorimotor, marked by an 
infant's concept of space, time, and ob- 
jects; (2) preoperations, involving the 
young child's ability to adopt symbol 
systems, including language; (3) con- 
crete operations, the acquisition of 
conservation and rule learning skills; 
and (4) formal operations, characterized 
by increased logical, hypothetical, and 
reflective thinking. 

Within this framework, 10- to 15- 
year-olds are in a transitional state, mov- 
ing from concrete to formal operations. 
There is great disparity in early adoles- 
cents' thought capabilities. For example, 
Brazee and Brazee (1979) found that of 
49 seventh graders, 51 percent operated 
at the concrete level, 41 percent were 
functioning at the transitional level, and 
6 percent utilized formal operations. 
This diversity in ability requires that 
middle level educators be aware of the 
primary characteristics of each cognitive 
phase. It also requires that curricula in- 
clude the presentation of materials for 
both concrete and formal operational 
tasks, thus ensuring that all students re- 
ceive sufficient intellectual success and 
challenge. 

In brief, young people operating in 
Piaget's concrete stage of thought are ca- 
pable of relational and combinatorial 
procedures, including simple and multi- 
ple classification (using two or more 
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characteristics), seriation (ordering ob- 
jects along a given dimension), and class 
inclusion reasoning (seeing something as 
an entity in itself and as part of some- 
thing else). They have a good concept of 
number (more than, less than), cause 
and effect, irreversibility, and logical 
reasoning about concrete problems or 
actual objects and events (Inhelder & 
Piaget, 1958). 

Keating (1980) has delineated five 
characteristics to distinguish adolescent 
formal operational thinking from pre- 
vious stages of thinking and language. 
One is that individuals in this stage can 
think about possibilities or consider al- 
ternative solutions to a problem as well 
as gauge the probability of the success of 
a given solution. A second characteristic 
is the ability to generate hypotheses and 
accept or reject them on the basis of 
given experiences or information. In ad- 
dition, formal operational thinkers can 
plan ahead; they can ihink through an 
entire sequence of steps related to a prob- 
lem and gather necessary information 
beforehand. Fourth, increased meta- 
cognitive or reflective thinking ability is 
evident. Adolescents can think their own 
thoughts, evaluate them, and determine 
ways to use their thinking abilities. The 
fifth characteristic is an ability to think 
beyond immediate situations and to rea- 
son about hypothetical settings and ab- 
stract concepts. 

Because of their newly developed cog- 
nitive skills, especially metacognition, 
early adolescents become preoccupied 
with themselves and their ideas. Accord- 
ing to Elkind (1967, 1980), adolescent 
egocentrism and the imaginary audience 
phenomenon (adolescents assume that 



they are me focus of everyone's attention) 
lead to the heightened self-consciousness 
apparent in adolescence. Formal opera- 
tions also give rise to what is known as 
the "personal fable" concept, a set of ide- 
alistic views regarding how valuable, 
important, and indestructible the self is. 
For example, early adolescents believe 
that, while others may get sick and die, 
they will not. 

Individuals in the transition,-' age are 
not capable of consistent formal opera- 
tional thought. Of course, whether a per- 
son in this stage demonstrates concrete 
or formal thinking largely depends upon 
the nature of the task (Brazee & Brazee, 
1979). Problems that create emotional 
distress may be approached from a con- 
crete, here-and-now perspective even 
though abstract leasoning skills arc 
available. 

Moral development is related to cogni- 
tive growth. According to Kohlberg's 
(1976) theory, e^rly adolescents are pri- 
marily operating within the conventional 
level. Thus, moral decisions are based 
on conforming to stereotypes or what 
pleases others (good boy/good girl ori- 
entation), or on rules or authority (law 
and order orientation). The formal oper- 
ation stage must be reached before moral 
judgments can be made on individual 
rights and social principles (social con- 
tract orientation). 

In contrast to Kohlberg's theory, 
Eisenberg's (1982) theory addresses 
moral development from a prcsocial ori- 
entation. This involves the conflict in 
reasoning between satisfying one's own 
wants or needs and satisfying those of 
others. Such moral decisions involve 
helping, sharing, or comforting behav- 
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iors. Prosocial research shows that early 
adolescents' judgments on whether to 
help another are based on whether they 
recognize that person's need. As young 
people move into adolescence, reasoning 
based on empathy ("I know how she 
feels") and internalized values ("It's my 
responsibility") increases. 

Other approaches to understanding 
adolescent intellect or cognition are evi- 
dent in the literature. One is the informa- 
tion processing approach (Siegler, 1983; 
Sternberg, 1982), that describes how we 
mentally attend to, store, retrieve, and 
reason about information. Another con- 
temporary view of intelligence is that of 
Gardner (1983, 1985), who contends 
that seven distinct types of intelligence 
exist: linguistic, logical-mathematical, 
musical, spatial, bodily kinesthetic, in- 
trapersonal, and interpersonal. Gardner 
asserts that individuals may demonstrate 
different levels of aptitude in these ar- 
eas. Such a perspective suggests that in- 
tellectual growth is more complex than 
was traditionally believed. Moreover, 
this view suggests that educators must 
develop strategies for nurturing many 
different kinds of intelligence (Gage & 
Berliner, 1988). 

Affective concerns. Early adolescents 
are inconsistent in mood, beliefs, tem- 
perament, and behavior. Such inconsis- 
tency often gives rise to personal 
confusion and brings out numerous and 
diverse emotions. The emotional up- 
heaval during early adolescence is far- 
ther "compounded by the fact that 
adolescents generally mature more 
slowly emotionally than they do phy- 
sically, intellectually, and socially" 
(Thornburg, 1982, p. 71). 
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Fear is one of the more common emo- 
tions within this age group. Broadly, 
young people are fearful of becoming ad- 
olescents, in part because they do not 
know what to expect. More specifically, 
becau"* of their strong desire to belong, 
early adolescents are fearful of being re- 
jected, of being inadequate, and of fail- 
ing. Because of increased reflective and 
hypothetical thinking ability, these fears 
often are exaggerated as middle school 
students begin to imagine events, reac- 
tions, and outcomes. Thornburg sug- 
gested that educators can help alleviate 
adolescents' fears by role playing to 
highlight differences between real and 
imaginary states and by providing oppor- 
tunities for students to openly discuss 
their apprehensions. 

Anxiety also surfaces in adolescence. 
It develops from continued apprehen- 
sions or fears. Such an emotional state is 
characterized by prolonged irritable, de- 
pressed, unhappy, or uneasy behavior 
and sudden mood shifts. We can help 
early adolescents reduce anxiety by 
creating situations that lead to positive 
feelings and by providing accurate 
information about anxiety -producing 
events. 

Other emotions that intensify during 
early adolescence are guilt, which stems 
from lack of congruence between values 
and behavior; grief, or understanding 
the loss of a significant person (for early 
adolescents, grief is often felt in losing a 
pet or breaking up with a boy/girl- 
friend); jealousy, caused by feelings of 
insecurity (being treated unfairly, being 
surpassed in athletics, being less attrac- 
tive); and shyness, or fear of talking to or 
meeting others (usually prompted by fear 
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of rejection). Early adolescents also ex- 
perience heightened levels of affection, 
love, and happiness (Thornburg, 1982). 

Finally, early adolescents experience 
new dimensions in anger, often mani- 
fested in outward attacks on someone or 
something. At this age, individuals typi- 
cally get angry when they are teased, 
treated unfairly, or lied to, or when 
things go wrong (Thornburg, 1982). Our 
goal in helping young people to cope 
with anger is not to make them feel as if 
they should not get angry but, rather, to 
guide them toward constructive emo- 
tional outlets. 

In summary, early adolescents are 
contending with an array of emotions 
and are trying to learn appropriate ways 
of controlling these feelings. While it is 
difficult to prescribe acceptable emo- 
tional outlets or settings in which such 
outbursts are appropriate, educators can 
help adolescents build emotional skills. 
For example, teachers should allow indi- 
viduals to express their feelings without 
guilt or shame, thus facilitating self- 
reflection and opening up alternative 
feelings, reactions, or behaviors. 

Context or Environmental Issues 

Parents, family, and peers. As chil- 
dren begin to appear more adultlike, they 
gain greater independence and engage in 
more diverse social interactions, and 
family relationships take on a new 
dimension. This occurs, in part, be- 
cause early adolescents must define 
themselves independently of the family 
unit, while still maintaining familial 
bonds. Teachers can aid this process by 
providing students with opportunities 
to discuss developing and changing 
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relationships, by teaching effective 
communication skills, by modeling dem- 
ocratic adult-adolescent relationships, 
and by providing guidance or resources. 

Key in the transition from family to in- 
dependence is the role of friendship and 
peers. Two major developments occur in 
this area: the emergence of individual 
friendships with members of both gen- 
ders and the formation of groups or 
cliques. Both types of interactions are 
important because interpersonal skills 
are developed, values are explored, com- 
petitive and cooperative behaviors are 
learned, sex roles are developed and ex- 
plored, and perspectives are broadened 
(Thornburg, 1982). Such experiences 
help promote healthy social maturation. 

Both parents and peers influence the 
adolescent, but in different ways. For ex- 
ample, peers are more influential in sta- 
tus approval concerns such as mode of 
speech, clothing style, and meeting 
places. Parents have greater influence on 
decisions regarding educational, occupa- 
tional, or life goals (Sebald & White, 
1980). 

The school. Schools are a major so- 
cialization agent for many adolescents. 
Schools teach academic skills and con- 
tent, help students realize their identity 
and potential, and provide ways for stu- 
dents to integrate and interpret their soci- 
ety. The ideal middle school offers a vital 
and relevant curriculum including con- 
tent, skills, direction, and learning expe- 
riences that both enhance individual 
development and foster academic inter- 
est and confidence. 

Providing these functions is important 
to adolescent development for several 
reasons. Nearly all early adolescents 
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demonstrate both the capability and the 
willingness to learn. Factors within the 
school, however, can lead students to be- 
come disheartened. For example, when 
academic content is outdated or unre- 
lated to the students' real world, assign- 
ments are boring, or the school climate is 
sterile or nonreceptive, early adolescents 
may develop negative attitudes toward 
school. Eventually, such attitudes lead to 
underachievement, and many young peo- 
ple simply give up and drop out of 
school. In fact, approximately 25 percent 
of our nation's students drop out of 
school before receiving a high school di- 
ploma, most during the ninth grade (Na- 
tional Center for Educational Statistics, 
1980). 

Students ages 10 to 15 are acquiring 
values and perceptions of themselves and 
their abilities that often last into adult- 
hood, and middle level education can 
greatly influence these perceptions. To 
this end, middle grade teachers and ad- 
ministrators need to provide experiences 
leading to academic accomplishment, 
esteem, and positive attitude. 

Not surprisingly, some studies suggest 
that junior and senior high schools serve 
more social functions than scholarly 
ones (Coleman, 1965). For example, 
star athletes are likely to receive greater 
public recognition than star pupils, and 
being named king or queen of the spring 
dance is apt to draw more attention than 
winning a blue ribbon at the state science 
competition. However, other studies in- 
dicate that students link school settings 
with academics. Mitman and Packer 
(1982) found that early adolescent stu- 
dents are more concerned with academic 
issues than with popularity, athletics, or 

ERIC 



social issues. Moreover, most students 
reported that learning content material, 
getting good grades, and doing well in 
school are important, In fact, students 
overwhelmingly reported academic 
achievement as the most important as- 
pect of school. Educators must find ways 
to make school achievement challenging 
and satisfying to students. 

Media. Mass media, including televi- 
sion, radio, music, film, and literature, 
has a great impact on students' develop- 
ment. This influence stems from two fac- 
tors. First is the pervasiveness of the 
media. On the average, students in 
fourth through ninth grades watch 4-7 
hours of television a day (Murray, 1980). 
The media is also influential because it 
provides common or shared experiences 
that often determine adolescent fads or 
standards. 

Television is a powerful and broaden- 
ing tool providing messages about virtu- 
ally every concept, but it is difficult to 
know how much it affects emerging ado- 
lescents. Existing research on children 
and adolescents suggests that, to some 
degree, ideas presented in the media are 
assimilated into individuals' world view, 
thus influencing their perspectives and 
attitudes. The degree to which attitudes 
and behaviors are learned through televi- 
sion viewing varies with a number of 
factors, including how closely a program 
matches reality, individual cognitive 
processing skills, amount of viewing, 
and the level of interest and attention in- 
vested (Bandura, 1977). 

Teachers and parents should monitor 
early adolescents' television viewing and 
help them interpret what they see. While 
teachers have little control over what 
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their students watch, read, or listen to, 
they can offer guidelines for productive, 
healthy, and realistic use of our society's 
mass media. 

Delinquency, substance abuse, and 
suicide. In the past 10-15 years, a signifi- 
cant increase in juvenile delinquency has 
been recorded within the early adoles- 
cent and adolescent populations. At least 
2 percent of adolescents have a record of 
juvenile court cases, but the actual num- 
ber of those engaged in delinquent be- 
haviors is assumed to be significantly 
higher since many such behaviors go un- 
punished by the justice system (San- 
trock, 1987). 

Gold and Reimer (1975) found that 
nontrivial delinquent behaviors in- 
creased between 11 and 18 years of age, 
with the greatest acceleration occurring 
at around age 15. Hypothesized causes 
for delinquency are varied. Ross (1980) 
suggested that juvenile delinquents fail to 
develop sufficient behavioral controls, 
while Gold and Petronio (1980) see de- 
linquency as part of the adolescent's 
search for identity. Research has found 
significant correlations between delin- 
quency and family variables such as pa- 
rental monitoring, discipline, and family 
stress (Patterson & Stouthamer-Loeber, 
1984). 

Substance abuse also is on the rise 
among early adolescents. In a recent 
study, suspensions for substance abuse in 
junior high schools were approximately 
equal to senior high school suspensions 
in the sar^e metropolitan school district 
(Glider, Kressler, & McGrew, 1988). 
Nicotine and alcohol remain the leading 
substances abused by early adolescents, 
with inhalants and marijuana gaining in 
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prevalence. While harder substances 
such as cocaine and amphetamines are 
not as common among early adolescents 
as they are among older adolescents, ex- 
perimentation at this level is on the rise. 
Factors leading to substance abuse have 
been studied for years. Research has 
linked such abuse to both peer pressure 
and parental substance use (Chassin, 
Presson, & Sherman, 1984). 

Suicide among adolescents is increas- 
ing at an alarming rate. This rate has tri- 
pled since 1950 to make suicide the 
second leading cause of death for adoles- 
cents (Smith, 1980). Depression, which 
increases significantly from childhood to 
adolescence (Sroufe & Rutter, 1984), is 
the primary factor correlated with sui- 
cide. These depression-based suicides 
can be caused by family problems 
(Weiner, 1980); by a belief that one is 
"bullet proof (Lipsitz, 1983); or by such 
common occurrences as failing grades, 
breaking up with a boy/girlfriend, or not 
making the ball team (Santrock, 1987). 

In all three of these behavioral areas 
(delinquency, substance abuse, and sui- 
cide), teachers must be sensitive to the 
signs that the' ti'ients are in need of 
help. Strong in * vention and prevention 
programs in the schools have been 
shown to reduce many of these high-risk 
and potentially dangerous behaviors 
(Evans, 1983; Wodarski & Hoffman, 
1984). 

Implications for Middle 
Level Education 

According to Gage and Berliner 
(1988), the instructional process involves 
a number of primary tasks. One of these 
is a clear understanding of student char- 
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acteristics. Thus, understanding de- 
velopmental growth and capabilities, 
differences and commonalities, concerns 
and interests, and physical and emo- 
tional states of students is a major chal- 
lenge. For example, Braun (1985) 
suggests that early adolescents are learn- 
ing to negotiate or interact successfully 
among peers, striving to handle the pres- 
sure to conform, and seeking ways to es- 
tablish friendships and intimacy as well 
as to understand their own emerging sex- 
uality. Teachers must be sensitive to 
these needs and demonstrate competence 
in positive communication skills. Teach- 
ers also need ample opportunity to mas- 
ter active listening skills, responses to 
difficult questions (e.g., "Why should I 
care about math? It won't help me get a 
job."), democratic approaches to prob- 
lem solving, and ways of addressing sex- 
uality-related comments or questions. 

In essence, through greater under- 
standing of middle school students, 
teachers will be better able to educate 
and to support early adolescent growth 
and socialization within the school envi- 
ronment. Instruction can be designed o 
provide for individual learning levels, in- 
centives, examples, and interactions. 

Middle school teachers have many op- 
portunities to positively influence early 
adolescent development. Thornburg 
(1980) has offered a number of general 
guidelines. One is that teachers should 
not compete with their students' friends. 
Instead, they should encourage recipro- 
cal respect between themselves and their 
students. Similarly, teachers must be 
constantly aware of how important 
friendships are to early adolescents. This 
component of adolescent development 
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challenges teachers to devise ways in 
which they can incorporate companion- 
ship and social discourse into classroom 
learning and management and help stu- 
dents learn how to make and maintain 
friendships. 

It is also important for educators to un- 
derstand that much early auolescent 
behavior is related to gaining status 
with friends. In considering academic 
achievement, they must remember that 
some students may underachieve to keep 
friends who would feel threatened by 
their accomplishments. Conversely, 
many times students may excel in an 
area or work harder on a task in order to 
gain or maintain peer status. Teachers 
must be able to recognize instances 
where student performance is affected by 
peer influence and respond accordingly. 

Finally, teachers should not expect stu- 
dents to conform entirely to the manner- 
isms or standards advanced in the 
classroom. %ung people are diverse and 
creative in expressing their growing 
sense of self. They need guidance in 
learning about their world, about others, 
and about themselves. However, in aid- 
ing early adolescents through this proc- 
ess, teachers should not demand that 
they accept another person's views or 
beliefs. 

Conclusions 

Among the maturational and environ- 
mental theories that relate to adolescent 
development, of special note is Lerner's 
(1985) model, which postulates interre- 
lationships among adolescents, the p*,o- 
pla with whom adolescents interact, and 
the environment. This interdependency 
captures the complexity of this age group 
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and the tremendous importance of 
moral, social, and environmental factors 
as they relate to home, school, and com- 
munity life. 

The middle school student is in the 
midst of dynamic and extreme change. 
The metaphor of a swinging pendulum is 
apt: One moment middle school adoles- 
cents are in love with themselves, with 
everyone around, and with everything 
they are doing-the next minute they are 
in hate with those very same people and 
activities. Concurrent with these phy- 
sical, emotional, and psychological 
changes, the student is trying new areas 
of interest and gaining new perspectives. 
Such exploration may result in unpredict- 
able and sometimes unpleasant behavior. 
Hence, adults in the adolescent's life need 
to be consistent and solid so that testing 
can occur within safe boundaries. 
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Understanding Middle School Students 



What Have We Done 
with the Middle? 



Richard L Allington 



A GENERATION AGO J 
we did not have middle 
schools. As Moore and \ 
Stefanich (this volume) point out, early 
adolescents attended junior high schools 
or K-8 elementary schools, depending 
on whether they lived in rural or urban 
communities. As American society 
shifted from an agricultural to a manu- 
facturing economy, urban and suburban 
communities grew, and the rural popula- 
tion declined. The organization of school 
districts changed (particularly in rural 
areas), with widespread consolidation 
that created fewer, but larger, school dis- 
tricts. In the midst of these changes, dis- 
satisfaction with the emerging junior 
high school organizational structure re- 
sulted in the entity we call middle 
school. Tbday most school districts call 
the school that houses early adolescents 
a middle school, and, in that sense, the 
shift has been completed. 



p However, though most 

early adolescents attend a 
P middle school, one might 

ask, "What is this place we call middle 
school?" The question seems important 
since middle schools are less frequently 
studied than elementary or secondary 
schools. Middle schools also have re- 
ceived less attention in current calls for 
educational reform. 

In the following analysis, a description 
is provided of the middle school from a 
perspective of the academic work that 
early adolescents experience in middle 
school instruction. A number of ques- 
tions are raised concerning the policies 
that shape these experiences-questions 
about why we create the instructional en- 
vironments we offer students and about 
whether these environments meet the 
goals of the middle school as described 
in Chapters 1 and 2 of this volume. 
The data for analyzing practices are 
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drawn from the experiences of 12 middle 
school participants. These students at- 
tend three schools in two states and rep- 
resent advanced placement, regular class 
placement, and regular class placement 
with either remedial or special education 
resource room services. The majority of 
the participants were observed— some 
for a ueek, others for one day— as they 
attended classes. All were interviewed 
about their classes. It is from these data 
that the descriptions and questions are 
generated. 

A Day in Middle School 

A surprising aspect of the study of 
these 12 students is the remarkable simi- 
larity of their instructional experiences. 
The students attend school for about 5 x k 
hours a day and have six or seven differ- 
ent classes during that period. Classes in 
the three schools are between 43 and 54 
minutes long, but all classes within each 
school are the same length. All students 
attend classes called English/Language 
Arts, Math, Science, Social Studies, and 
Physical Education. Some have classes 
called Wood Shop, Technology, Health, 
Keyboarding, or Writing Lab, but there 
is a consistency to the experiences of all 
12 children because of the similarity of 
their classes. The only noticeable differ- 
ences in the experiences of these students 
lie in the success (or lack of success) 
they have in completing the academic 
work assigned. 

In order to provide a context for the 
middle school experience, Figure 1 of- 
fers a sketch of the whole-day experi- 
ences of one eighth grader. Lisa's day 
was selected because it was representa- 
q tive of those of all 1 2 students . Examples 
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are presented of the academic tasks of 
other students, but to understand middle 
school, the whole-day perspective is 
necessary. 

The most striking aspect of the experi- 
ences of students in middle school is the 
frequent reliance on worksheets and text- 
books to teach. In the sense of teacher 
explanation or modeling (Duffy et al., 
1986), instruction occurred rarely, and 
then typically as corrective feedback af- 
ter a student (or a group) responded in- 
correctly to a question or an assigned 
seatwork task. 

Lisa's day is fairly typical of tiie school 
day experiences of any of the 12 stu- 
dents. She did attend remedial reading 
instead cf a foreign language class, but it 
was participation in foreign language 
instruction that differentiated high- 
achieving students from low-achieving 
students. Regardless of which "track" 
students were in, reliance on text mate- 
rial and low-level task worksheets domi- 
nated their instructional experiences. In 
each case, students were assigned to 
tracks, even if it was not officially ac- 
knowledged. That is, students typically 
attended classes with other students with 
similar achievement levels. These 
achievement levels (particularly reading 
achievement) determined which sections 
and courses students attended. 

As noted, the primary difference in the 
instructional experiences of these stu- 
dents was their success or failure at the 
tasks assigned. The academic work was 
largely undifferentiated, although some 
tracks used different texts. When reme- 
dial or mildly handicapped students were 
in regular education courses, invariably 
t they were held to the same task require- 
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Figure 1 
Lisa's Instructional Day 
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T assigns workbook unit on "Oceans," 6 para- 
graphs and 6 pages of multiple-choice, fill-in- 
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Language Arts 


T assigns "Scope" while Ss write in journal (3 
minutes), vocabulary pronounced, play read 
aloud, questions assigned, T corrects. 
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T reviews 5-step problem solving method, as- 
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Math 


T presents geometry lesson on overhead, Ss 
copy in notebook, discussion/T questions, T 
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Remedial Reading 


Assigned worksheet, 1 paragraph and ques- 
tions, T corrects, spelling test, match defini- 
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2:30 


Dismissal 
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ments, with no instructional differentia- 
tion, as were the more able students. A 
frequent complaint of the teachers was 
the inability of these students to fit the 
curriculum demands. 

Academic Work in Middle School 

The instructional experiences of these 
12 middle school children were more 
similar than different. Most of the aca- 
demic work required students to work 
alone, reading a text and responding to 



tasks that required them to simply locate 
or remember literal information from the 
test base. With the text in front of them, 
these students performed a variety of 
tasks ranging from "copying out" text in- 
formation to supplying missing words, 
selecting the appropriate multiple-choice 
response, spelling from memory, com- 
puting math problems, or answering 
teacher questions about the text. The stu- 
dents were as likely to read these texts 
aloud as silently. The texts read, which 
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tended to be short, dominated the in- 
structional tasks. The instruction these 
students experienced gave the image that 
learning meant reading and remember- 
ing, and that thinking or understanding 
played a minor role. Tasks were as- 
signed, rather than content taught; tasks 
were corrected, rather than explained. 
The fragmentation of the curriculum was 
nearly complete, with rare evidence of 
instruction in one class being linked with 
that in another. These students had spell- 
ing tasks that were unrelated to any cur- 
riculum area, they did various unrelated 
writing tasks, they were assigned vocab- 
ulary study without instruction, and they 
completed worksheet after worksheet. 

The 12 students complained that they 
did not understand their assigned tajiks, 
that they were not taught, that texts were 
difficult, and that they were tested on 
subjects they had not covered. Their 
complaints were similar, regardless of 
achievement- some students just had 
fewer complaints. 

Important to these students were their 
friends, their social relationships, and 
their own self-images. None wanted to 
be seen as a "geek," too heavily invested 
in the academic work of school. All tried 
to make their teachers happy and not 
make waves. It was easier for some than 
for others. All did homework, but some 
did more than others. While the type of 
academic work seemed substantively 
similar, the quantity seemed to differ. 
The more able students simply had a 
larger amount of the same work assigned 
to the less able students. The less able 
students seemed to work as diligently 
and as long as the more able students, 
but with less access. 
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Questions about Middle School 

These schools do not seem to be the 
unique, vibrant places of learning for 
early adolescents that the visionaries 
described as the middle school move- 
ment emerged. What happened along the 
way? Several issues seem critically 
influential. 

The middle school today seems more 
like the secondary education model than 
the elementary school model. That is, an 
array of classes is offered, and each is 
taught by a separate teacher. Many of 
these teachers are subject matter special- 
ists, and current trends seem to be mov- 
ing even further in that direction. An 
unfortunate result is that most middle 
school teachers see 100-150 students a 
day and know none of them well. As 
content specialists, they demonstrate 
expertise in their respective disciplines 
but not in adolescent reading or writing 
development. 

The school day is segmented into a 
number of brief periods, each period 
standing alone, with little coherence be- 
tween the lessons. The brevity of the per- 
iods and the number of students seem to 
create instructional sessions that empha- 
size breadth of topic coverage rather than 
depth, and low-level single word locating 
and remembering rather than compre- 
hension or understanding. Doyle (1984) 
suggested that a primary task of teachers 
is constructing class sessions around ac- 
tivities that fit into the time constraints 
allowed and managing the behavior of 
students during that period. As in his 
study of middle school teaching, the les- 
sons here relied on activities derived 
from texts or worksheets, with oral read- 
ing, questions, and tests intermingled to 
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fill the time and keep students on task. 
The dominance of commercially pre- 
pared curricular materials also was 
evident. As Doyle observes, "Most 
whole-class presentations were introduc- 
tions to specific seatwork assignments 
rather than more broadly construed dis- 
cussions of content and its meaning" 
(p. 272). 

The proliferation of worksheet tasks 
seems related to teachers' concepts of in- 
struction as "getting through the mate- 
rial." A seeming contradiction is that the 
material often was selected by the 
teacher rather than mandated by a curric- 
ulum plan. Nonetheless, completing the 
tasks presented by the commercial mate- 
rial was equated with teaching the con- 
tent. However, unlike teachers in some 
reports of elementary school instruction 
(Duffy, Roehler, & Putnam, 1987), these 
teachers rarely us id teachers' guides or 
curriculum guide? in their daily instruc- 
tion. The tasks assigned were generally 
completed during the class period and 
corrected or turned in to the teacher. In 
either event, low-level tasks were more 
easily corrected; the students could cor- 
rect one another's multiple-choice re- 
sponses but probably not essays (had 
they been assigned). Teachers could cor- 
rect more low-level assignments than es- 
says in the single planning period each 
was allotted. Goodlad (1984) noted that 
students seemed to favor the low-level 
tasks and had more difficulty with longer, 
higher level tasks, such as compositions, 
summaries, or analyses. Thus, a variety 
of influences shaped the assigned aca- 
demic work. 

The fragmentation of the instructional 
experiences across the school day re- 
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suited in students working at a variety of 
tasks on a variety of topics. Sizer (1984) 
contends that the trend toward curricu- 
lum specialization in teaching is the pri- 
mary contributor to this fragmentation. 
With each teacher or each curriculum 
area adopting its own curriculum plan 
and curricular materials, fragmentation 
of instruction seems bound to occur. The 
result is not a middle school curriculum 
but an array of curriculum areas taught 
in middle school. 

In an earlier paper, Allington, Boxer, 
and Broikou (1987) addressed the issue 
of fragmentation of remedial instruction 
from regular class instruction and argued 
for the coordination of middle school re- 
medial and resource room tasks with 
tasks students found difficult in the core 
curriculum classes. However, the 12 stu- 
dents examined here experienced frag- 
mentation across the day, not just be- 
tween regular and remedial or resource 
room instruction. While the types of aca- 
demic demands were similar across the 
classes, the reading and writing strate- 
gies needed to accomplish these tasks 
rarely weic addressed or integrated. 

Issues and Questions 

In the three schools these early adoles- 
cents attended, the organization was like 
that of a junior high school. The rela- 
tively brief daily class periods, content 
specialist teachers (most with secondary 
school certification), and the grouping of 
students by achievement levels all mirror 
common practice in secondary schools 
(Goodlad, 1984). Pferhaps such a plan is 
what the profession has come to accept 
as the most appropriate for the education 
of early adolescents. Acceptar e of this 
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organizational plan has several conse- 
quences that deserve attention -conse- 
quences that may have been under- 
estimated. 

Standardization of the School Day 

Scheduling all classes for the same 
length of time denies differences in indi- 
viduals' learning rates and accelerates 
differences in individual achievement. In 
more flexible scheduling plans, different 
learning rates can be accommodated by 
scheduling some learners for larger 
amounts of instruction when needed. 
Learners seem to differ primarily in 
terms of rate of acquisition of new under- 
standings, assuming there is similar in- 
struction and prerequisite learning. In 
most middle schools, learners arrive 
with different prerequisite knowledge 
and different achievement levels in sev- 
eral basic skills areas. The use of stand- 
ard instructional periods for all students 
denies this commonly accepted fact and 
results in a steady acceleration of differ- 
ences in ability. This, in turn, results in 
an earlier, and unnecessary, sorting of 
students. 

Achievement Tracks 

In response to the differences in stu- 
dent achievement levels, these schools 
responded with de facto ability tracks, 
even in the face of substantial evidence 
regarding the negative effects on student 
achievement and the resultant inequality 
of educational opportunities for students 
(Oakes, 1985). In one middle school, 
nearly 20 percent of the students had 
been identified as "mildly handicapped* 
(primarily learning disabled), and these 
students were often segregated even for 
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content area classes, assigned to re- 
source rooms for science, language arts, 
and math. This school did not officially 
acknowledge "tracking" students, but it 
offered advanced placement courses, re- 
medial courses in reading, writing, and 
math, and special education resource 
room courses. The organization mir- 
rored that of the other schools but was 
notable for the proportion of learners as- 
signed to special education classes. 

The issue here is simply whether a 
child's future should be assigned by age 
12, based crudely on previous school ex- 
perience. Are we satisfied with organiza- 
tional plans so inflexible and unforgiving 
that learner differences are viewed as 
barriers so substantial that they must be 
accepted as immutable? Standard peri- 
ods and ability grouping deny that 
schools can make much of a difference; 
together they shape instruction so that 
barriers are enforced, not overcome. 

Fragmentation of Instruction 

The fragmentation across the school 
day is made overwhelmingly evident by 
looking at curricular maps of the instruc- 
tional experiences of these students. We 
attempted to determine how this frag- 
mentation affected learners, particularly 
the least prepared learners, but no defi- 
nite answer emerged. Even within class 
periods, instructional activities often 
were impossible to link. These activities 
focused on different topics, required dif- 
ferent cognitive strategies, and involved 
texts that varied across several levels of 
difficulty. Instructional activities ob- 
served across several observational days 
almost appeared to be selected at random 
from any number of methods texts, 
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teachers' guides, or commercial materi- 
als. Curriculum is understood (in perhaps a 
too academic sense) to mean a coherent ar- 
ray of organized instructional activities se- 
lected to facilitate the acquisition of 
mutually agreed upon knowledge, skills, 
and understandings. Observed practices 
rarely matched this concept. 

Something resembling a curriculum 
plan assumed previous mastery of all 
reading, writing, and speaking skills, 
strategies, and operations necessary to 
complete the assigned instructional 
tasks. It was unclear whether any larger 
curriculum plan was in effect for the in- 
structional activities experienced across 
the various content classes in a single 
school day (much less a week, semester, 
or year). The notion of an integrated 
middle school curriculum plan should 
not be rejected without serious consider- 
ation. For the least prepared students, 
learning is facilitated when instructional 
activities build on each other and expand 
and extend the opportunity to learn. 
There even seems to be an economy of 
effort for both learners and teachers in 
such situations. Fragmentation, on the 
other hand, makes it more difficult for 
the least prepared students to learn. 

Doing versus Learning 

In these schools there were far more 
instructional tasks that required little, if 
any, comprehension than tasks that pro- 
moted understanding. Students were 
likely to be doing tasks rather than learn- 
ing skills or acquiring understandings. 
Much of this may be attributable to (J) 
the lack of any clear direction from a 
curriculum plan, (2) the brief instruc- 
tional periods that prohibited anything 
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but brief selections and brief assign- 
ments, (3) the preferences of the learners 
to not invest too heavily in academic 
work, (4) the large student load that the 
scheduling scheme assigned to teachers, 
and (5) the intensity of the management 
concerns that seem to drive much of 
teachers' planning (Doyle, 1984). 

Obviously, as Dreeben ,1987) has not- 
ed, decisions made at tho state, district, 
and building levels exert substantial influ- 
ence on the nature of instruction in class- 
rooms. Nonetheless, administrative 
decisions are not completely responsible 
for fragmentation. While in many in- 
stances the teachers had not selected the 
texts they used, they did create or select 
much of the instructional activity. The use 
of grammar dittoes, the transcription 
tasks displayed on the chalkboard, the 
teacher-made study guides, the round 
robin oral reading of materials, the "hot- 
seat" question and answer formats, the as- 
signments without explanations, and the 
emphasis on locating rather than under- 
standing were choices made by teachers. 
Wlien listening to some of the teacher in- 
terviews, one gets the impression that the 
plan is to keep students busy for 43 to 54 
minutes a day, with little suggestion of 
any larger instructional goal. 

Researchers left these middle schools 
with a sense thai something had gone in- 
credibly awry, that means and ends had 
been confused, that doing had been sub- 
stituted for learning. It was enormously 
depressing, 

A Different Middle School Model 

The previous description of several 
middle schools is offered here in an at- 
tempt tn portray the nature of the middle 
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school instructional environment. There 
is a feasible alternative structure. 

In the alternative middle school, the 
students would spend longer periods of 
instructional time studying topics, 
themes, and issues that were collabora- 
tively organized across curriculum ar- 
eas. For instance, one might select a 
topic such as plants, a common science 
topic in middle school, and organize a 6- 
or 10-week unit of study. However, this 
would be an all day instructional session 
planned cooperatively by faculty from 
the science, English, math, and remedial 
reading areas. The unit would include in- 
struction and academic work that re- 
volved around the topic but that was 
integrated into a long term learning ac- 
tivity. A variety of composing tasks 
would be designed, along with appro- 
priate instruction. First, students would 
receive instruction in keeping obser- 
vational records of plants, relating de- 
scriptions to the various forms of plant 
life. Texts of various sorts would be 
used, some primarily for reference infor- 
mation and others as models for particu- 
lar types of writing or reading demands. 
The measuring and recording of plant 
growth and environmental conditions 
would develop several sorts of needed 
mathematical skills. Groups of students 
would study and learn together, often in 
cooperative groups, sometimes in whole 
groups, and perhaps in tutorials with any 
of the teachers involved. This curriculum 
would require more than simply reading 
and copying out. In addition, the teach- 
ers would better know the students they 
were attempting to teach and could de- 
sign instructional sequences and tasks 
that extended beyond the 45 minute 
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standard period. 

Social studies, English, and resource 
room teachers might develop and deliver 
a similar unit on colonialism. In other 
words, this middle school would have an 
integrated curriculum, collaboratively 
planned and taught by teachers from sev- 
eral disciplines. Depth of understanding, 
rather than breadth of content covered, 
would be the focus of the instructional 
plan. Even if fewer topics were ad- 
dressed, they would be explored in 
greater depth, and the academic work 
would p^snt an integrated emphasis. 

Where to from Here? 

Obviously, the three middle schools 
and 12 students observed do not consti- 
tute any sort of representative sample of 
middle schools across the country. Unfor- 
tunately, what is known about middle 
schools suggests that these schools are not 
simply worst case example. In the stu- 
dents' minds, these schools were not bad 
places to spend some time. Their friends 
were there, and that is what seemed to 
matter. The 12 students all seemed bois- 
terous, social, shy, worried, eager, and 
adept -in short, like average early adoles- 
cents. All were under control. 

What do we want from our middle 
schools? If only safe, fairly friendly sites 
for adolescents to bloom with their so- 
cial destiny rigidly determined, then the 
schools we observed fill that request. If, 
however, middle schools are to provide 
more, to narrow the inequities in aca- 
demic achievement, to refine and foster 
the abilities necessary for students to be- 
come more independent as learners, and 
to nurture an understanding of the social 
and physical world, then a substantial re- 
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thinking of the middle school idea is re- 
quired. In this age of calls for reform of 
the educational process, the future of the 
middle school cannot be ignored. 
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LIKE OTHER CLASS- 
rooms, middle school 
classrooms offer a context 
for literacy instruction. The immediate 
classroom context is nested within a 
larger institutional context that includes a 
school setting, a district structure, and a 
state system for education. This larger 
context presents certain constraints for 
teachers in terms of both curricular and 
organizational decision making. It is the 
individual teacher's responsibility to cre- 
ate a classroom environment that fits into 
the larger system as well as maximizes 
opportunities for teaching and learning. 
As Allington (this volume) suggests, 
classroom environments in the middle 
school do not always reflect the unique 
purpose of middle schools. In this chap- 
ter, we explore the issues related to class- 
room organization and management that 
can influence literacy instruction at the 
middle school level and present alterna- 
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tive middle school class- 
room environments. 
Before investigating these 
issues in detail, we discuss the assump- 
tions and understandings about classroom 
management that undergird our treatment 
of the topic. First, the term management is 
used to refer to the classroom teacher's sys- 
tem for engaging students in curricular 
tasks on a day to day basis. In its simplest 
terms., management is a teacher's solution 
to the problem of how to ensure an orderly 
learning environment. Second, good man- 
agement is a necessary prerequisite for ef- 
fective instruction. Research over the past 
ewo decades clearly documents the critical 
role effective teachers play in planning, in- 
troducing, and maintaining a well-man- 
aged classroom environment (Doyle, 
1986). Third, it is important to remember 
that by itself good management is not a 
sufficient basis for a literacy-rich class- 
room. Fourth, there is no single best man- 
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agernent system. Tfeachers must create sys- 
tems that take into account the characteris- 
tics of the surrounding context, their own 
instructional philosophies and theoretical 
orientations, and the needs of the learners. 
Finally, skills of classroom management 
are learned and refined over time through 
exposure, practice, and reflection. 

In this chapter, three teachers are intro- 
duced to preside examples of alternative 
systems for organizing and managing a 
reading program at the middle school 
level. These teachers represent different 
backgrounds, philosophies, approaches, 
and institutional contexts. In no way is one 
teacher regarded as more effective or more 
ideal thui another. Although they clearly 
represent different levels of management 
sophistication, each works in a different 
way to solve the problem of creating an or- 
derly learning environment. 

Throughout the chapter are illustrations 
of typical middle school students. Their 
behaviors represent needs common to 
middle school children, including the need 
for diversity, self-exploration, meaningful 
participation in the school and community, 
positive social interaction with peers and 
adults, physical activity, the development 
of competence and achievement, and 
structure and clear limits (Dorman, 1981; 
Dorman, Lipsitz, & Verner, 1985; Lipsitz, 
1979; Preisser, Anders, & Glider, this vol- 
ume). The essence of classroom manage- 
ment is that teachers respond appropriately 
to students' needs, developing their 
strengths and helping them work through 
their weaknesses. 

Pat's Seventh Grade 

Pat teaches seventh grade reading and 
language arts in a public middle school. 
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Her certification is 7-12 English. She 
has done advanced work in reading in- 
struction while working on her master's 
in education. She seldom teaches En- 
glish and American literature, even 
though she would like to. Pat says that 
teaching reading allows her to feel effec- 
tive and needed. 

The rambling building accommodates 
more than 300 students in the seventh 
grade, with similar numbers in sixth and 
eighth. There are 12 classes of seventh 
grade students, and Pat is involved di- 
rectly with no fewer than 157 young peo- 
ple each day. Some of these children are 
mainstreamed from special education 
classes. She teaches more advanced stu- 
dents in two honors sections. 

Pat's school is administratively orga- 
nized to conform to the latest trends in 
middle school education (Alexander & 
George, 1981>. This educational struc- 
ture means she shares these students with 
her "family" of four other colleagues, 
each of whom specializes in English, 
math, science, or social studies. The 
physical education, music, and art teach- 
ers are shared by all of the families of 
teachers in her building. Each week, her 
team of teachers plans the weekly sched- 
ule together in extensive work sessions 
after school. They work together on 
some units, such as "African Adventure" 
and The Animals in Town," and in isola- 
tion on others. The team has a good rap- 
port, and the members generally feel that 
the team's curriculum choices and in- 
structional activities do not diminish the 
individual teacher's particular areas of 
effectiveness. Pat sees her role as a skills 
teacher, supportive to all classes, and for 
the most part she follows the direction of 
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the group. Generally, the team attempts 
to provide a "small school within a large 
school" atmosphere for their students. 

The team's curriculum is determined 
initially by the school district. The in- 
structional materials with which Pat 
is provided were selected for their 
strengths in offering tasks to promote the 
skills demanded by the state-mandated 
tests and the school curriculum. Within 
that framework, she attempts to become 
involved with the rest of the teachers in 
their content units. She is not responsi- 
ble specifically for teaching content 
area reading; however, in her team- 
coordinated instruction, she offers les- 
sons to help her students develop 
mastery of the texts for their other 
courses. 

When Pat teaches reading, she at- 
tempts to use techniques from the maga- 
zines and journals she reads for her 
classes at the university, These materials 
often are found in the teacher's lounge. 
For example, she has recently included 
in her lessons metacognitive skills objec- 
tives like k-w-l (Ogle, 1986) and other 
study techniques. Usually she teaches di- 
rectly, using a straightforward approach 
based on teacher effectiveness research 
(Cummings, Nelson, & Shaw, 1980; 
Hunter, 1976). She does some oral read- 
ing with her students and many exercises 
on grammar and punctuation to aid com- 
position and boost test scores, which is 
the goal of the district administration. 
Her evaluation procedures are based on 
individual effort, objective tests, and 
reading skills quiz grades. 

Pat's teaching style results from 12 
years of practice. She-endorses a basic 
skills orientation to the curriculum and 
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understands the management system she 
uses. When her system works, it is be- 
cause the content and her classroom 
management complement one another. 
Each year, she improves in many areas of 
her teaching as she attempts to respond 
to the needs of her students, the chang- 
ing curriculum in reading and language 
arts, and the challenges of teaching in 
this particular middle school. 

When Pat's system fails to work, it is 
because her teaching and her manage- 
ment objectives conflict. Her sense of 
the problems in this conflict results in 
questions that she asks herself about im- 
proving her own teaching and classroom. 
This kind of response reflects the natural 
tendency of professionals to consider 
themselves to be in need of improve- 
ment. Though some are perennial issues, 
Pat's most burning questions for this year 
are: "How do I promote reading with the 
generally unskilled and uninterested 
readers throughout the class's range of 
achievement levels, but especially at the 
lower end of that range?" "How can I en- 
sure that the top students get as much at- 
tention as the lower ones?" "How might 
reading be better incorporated with con- 
tent area instruction and with the newly 
mandated emphasis on writing?" 

In answering these questions, there are 
five basic areas Pat must attend to each 
year in attempting to ensure that the class 
will run smoothly and that learning will 
be maximized. Classroom management 
and the complementary problem of stu- 
dent discipline can be addressed in these 
five large categories (Emmer et ah, 
1982; Mangieri, 1980; Wayson & Pin- 
nell, 1982). 
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1. Organizing the Room and Materi- 
als. The work Rat has done to prepare 
the physical arrangement of the room 
and the ways materials are stored and 
distributed help to ensure a smoothly 
running classroom. Pat stores materials 
used daily on shelves where they can be 
reached easily. She stores other items, 
those needed later in the year or only on 
rare occasions, away from the center of 
activity. This organization is facilitated 
by a system of student helpers who take 
turns distributing, collecting, and sorting 
materials. This arrangement is beneficial 
for the large number of middle school 
students like Jessica who need physical 
activity and find it immensely difficult to 
remain seated throughout the entire in- 
structional period. 

Pat has found that developing small 
"up and doing" tasks, which are assigned 
systematically to the largest possible 
number of her students each day, helps 
students like Jessica get the activity they 
need. When a lesson section is com- 
pleted, no fewer than half a dozen jobs 
are assigned on a rotating basis up and 
down the rows of chairs. Most of these 
jobs require the students to get up, move, 
write, count, or distribute things, and re- 
turn to their chairs. Students anticipate 
their responsibilities and enjoy the 30 
seconds of moving about. It is not a per- 
fect system, but Pat feels that her stu- 
dents are more attentive as a result. 

Pat's bulletin boards reflect her flair 
for art and a pride in her classroom. She 
uses the boards for displaying class 
rules, "perfect" papers, and usually a 
motivational expression of the impor- 
tance of literacy or some other generally 
positive theme, with aseasonaltouch. 



Pat's neat rows of chairs face the larg- 
est of the two chalkboards behind her 
desk. She takes some pride in the tidi- 
ness and symmetry of this arrangement, 
which, in her estimation, maximizes on- 
task behavior in her students. All in all, 
her room reflects her perception of an ef- 
ficient classroom. 

2. Planning for Self-Discipline. The 
rules of the school, stated in the hand- 
book students receive during orientation, 
are included on a poster in Rat's room. 
She wishes to emphasize what is consid- 
ered appropriate in general terms within 
the school. Her class rules echo and em- 
bellish the school's general guidelines 
and reflect a consistency within her 
teaching team. She thought long and 
hard about rules, how to communicate 
and enforce them, xnd how to express 
them in ways that do not confuse her stu- 
dents. Expectations for the duties re- 
quired during homeroom, class start-up, 
bathroom and library passes, tardiness 
and absence, the proper format for as- 
signments, and discussion and move- 
ment during instruction are laid out 
clearly and colorfully on her largest bul- 
letin board. Rat has been diligent over the 
years in adding, editing, and altering the 
displays of expectations in her class- 
room. 

3. Beginning the Year. The basic 
structure of her classroom is in place al- 
most immediately. Pat spends much of 
her time during the first week of classes 
ensuring that students understand and 
can respond well to her guidelines and 
rules. With each new activity, Pat adds 
to the students' understanding of how 
the structure and the instructional activ- 
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One classroom management style emphasizes orderliness and consistency. 



ity work together. 

She began day one last fall with her 
Four As routine, which would be con- 
sistent throughout the year: Attention, 
Attendance, Administrative tasks, and 
Assignments. Having initiated the class 
period this way, she could conduct what- 
ever lesson she had planned with confi- 
dence that the class was "with" her. The 
class ended with another set of activities 
that became a daily routine. 

During that first week, she wanted to 
make the students feel comfortable and 
successful in her room. Therefore, she 
made every effort to keep theclassesin- 
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teresting, with each student's success be- 
ing the focus of her activities. Having 
developed a generally positive attitude in 
the first five days of school, her job for 
the rest of the year will be easier if she 
maintains the controlled atmosphere she 
has established. 

If Pat has a problem here, it is with stu- 
dents like Teddi who might be character- 
ized as groaners. Teddi gets bored easily 
with routine, a common quality of middle 
schoolers. Despite Pat's efforts to keep 
things positive, her room does seem to 
have a regularity that grates on Teddi. 
However, routine is one of thequalitiesof 
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Rat's room that she works hard to estab- 
lish. To keep the interest of students like 
Teddi, while still implementing her estab- 
lished standard procedure, Pat must em- 
phasize their interests and successes as 
well as the routine. 

4. Grading and Evaluating. Pat has 
been careful to promote a positive atti- 
tude about the work required in her 
classes. Along with posting samples and 
guidelines for assignments, she has de- 
termined the frequency with which she 
needs to grade students and the regular- 
ity with which she will give feedback to 
members of the class about their pro- 
gress. During class discussion, for ex- 
ample, she works hard to include 
everybody in the activity. 

Grading generally is based on a per- 
centage of the total number possible. ftrt 
is as objective as possible in her grading 
so the students know that their personali- 
ties and attitudes do not affect their 
grades. Students are given prog- 
ress reports every three weeks during 
each grading period, and phone calls and 
conferences with parents are a regular 
part of Pat's planning period. 

Pat's students are familiar with her dis- 
ciplinary system, which makes her han- 
dling of off-task or disruptive behavior 
minimally intrusive into teaching and 
learning. The assertive disciplinary pro- 
cedures (Canter, 1976) she uses include 
a visible record of each day's infractions 
and clear consequences for each. She re- 
cently added incentives for consistently 
high marks and good conduct. As with 
the more negative consequences In her 
system, these incentives are fully com- 
prehended by the students. Pat has a con- 
trolled classroom, focusing on the 



students, the curriculum, and her own 
instruction. 

5. Maintaining a Management System. 
The key to maintaining Pat's system is 
consistency after the system is estab- 
lished. This is not to say that fine tuning 
is not allowed or encouraged, because 
that is a necessary part of anything that 
goes on in schools. New students, fire 
drills, team field trips, or whole team ac- 
tivities that alter the day's schedule re- 
quire Pat to adjust the way she handles 
the class. However, by carefully moni- 
toring her students when they are in her 
class, by identifying and stopping misbe- 
havior, and by focusing on governance 
by the rules, not the teacher, she man- 
ages her classroom effectively. This 
management style has allowed her to 
teach her reading.and-language arts-les- 
sons iu a manner with which she is com- 
fortable and effective. 

Pat begins each class period 15 sec- 
onds after the bell, allowing time for set- 
tling in. Having gotten the attention of 
the class, she takes attendance, discusses 
or hands out materials from the office or 
team, indicates exactly what materials 
the students will need for the period's ac- 
tivities (spending time to give her "look" 
to those who indicate that a needed item 
is not in their possession), and then 
presents a summary of the class agenda. 

She presents the concept, skill, or 
reading materials that will be the focus 
of the lesson and attempts to elicit re- 
sponses from the students. She uses an 
overhead projector for all of the board 
work she does with her classes, which 
allows her to maintain eye contact while 
she writes and leads the discussion. It 
also allows her to have a record of what 
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she wrote that day. Pat uses questions to 
shape the discussion and is patient with 
students who must fumble about in their 
materials to come up with a response. 
She tolerates no calling out, and calls on 
students randomly, sometimes when 
hands are raised, sometimes not. She tol- 
erates some whispering and mumbling if 
she feels it indicates involvement in the 
topic, and while she moves about the 
room, she often allows students to work 
quietly in pairs if the written work is un- 
graded. Rat can cover quite a lot of mate- 
rial in a short period of time, and 
students know they've been working hard 
when the end of the period arrives. 

Summary of Pat's Seventh Grade 

In reflecting upon Pat's classroom 
management, her professional-prepara- 
tion is a good place to begin (George & 
Lawrence, 1982). Pat was trained as a 
secondary English teacher. Although she 
is a member of a team and now focuses 
on reading, she is basically more ori- 
ented toward English and American liter- 
ature than she is toward the reading 
problems of students who enter her 
classroom. It is safe to say that regard- 
less of the individual needs of the stu- 
dents who walk in the door, Pat is likely 
to conduct her instruction, management, 
and discipline in substantially the same 
way. 

Each year, Pat works to improve her 
management style to best suit her teach- 
ing style. Part of Pat's professional re- 
sponsibility is to stay current in her field 
and in her teaching. As education re- 
search and Pat's own reflections on class- 
room experiences challenge her initial 
training, she alters her teaching and 
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management styles. 

Pat's classroom is good for certain 
things and not so good for others. For 
example, metacognitive skills that grow 
out of students monitoring their own 
learning cannot be taught effectively in a 
classroom like Pat's where the teacher 
monitors everything. By the end of the 
year, Pat may sense this and make new 
adjustments in her program. Although 
Pat has not sensed it, there is also a prob- 
lem with leadership in her classroom. 
Frederica, for example, seems to have 
some leadership ability among her gum 
popping crowd of hair combers in the 
back corner. Channeling Frederica's 
strength of personality into academically 
productive action is a challenge Pat will 
soon face in the ongoing development of 
her classroom. 

David's Eighth Grade 

David initially was trained as an ele- 
mentary teacher. His early visions of his 
career were of working with first and sec- 
ond graders, helping young children learn 
the basics of language and literacy. When 
he was first certified, he was fiilly pre- 
pared to handle the entire curriculum for 
a class of 28 students. However, his vision 
did not include students with the kinds of 
interests and needs that his eighth graders 
have -sex, the freedoms and responsibili- 
ties of adulthood, and ethical issues. Yet 
he has worked hard to be the best middle 
school teacher he can be. 

David's class is a group of eighth grad- 
ers in a parochial school. He has at- 
tended to many of the same issues Pat 
has worked on to ensure that his class 
runs smoothly and efficiently. However, 
both the appearance of David's class- 
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room and its activities are immensely 
different from Pafs. 

In his school, a single teacher is re- 
sponsible for the entire curriculum for 
the eighth grade. Because the school 
lacks the resources available in public 
schools to convene and pay curriculum 
committees, it defines the curriculum as 
"the textbook content." Therefore, there 
is little variation in what students are 
supposed to learn. How well and in what 
manner they learn are the prerogatives of 
the teacher. There are no "reading" books 
as such, so David provides reading in- 
struction in content areas, vocabulary, 
and study skills. David thinks these areas 
are requirements of each discipline, and 
he puts them together with writing and. 
oral language when implementing his lit- 
eracy program. 

Last summer David attended work- 
shops on cooperative learning and stu- 
dent teams in the classroom (Glasser, 
1987; Johnson & Johnson, 1975; John- 
son et al., 1984; Slavin, 1982). In his 
classroom, students are involved in most 
decisions about what particulars in a 
given discipline will be pursued and 
about how the class will conduct itself to 
learn and master the knowledge in those 
areas. David is convinced that his team 
approach helps him meet the needs of all 
the youngsters in his heterogeneous 
group, and that it will serve to support 
the literacy program he has planned. Al- 
though the reality of his classroom is im- 
mensely different from Pat's, David's 
approach to creating a management sys- 
tem is not much different from hers/The 
five^critical areas of cTassroom manage- 
ment focus on how his approach differs. 



1 . Organizing the Room and Materi- 
als. David has carefully arranged the 
writing, resource, and other materials so 
that when one group sends a student to 
get supplies or conduct business, no 
other group is bothered. Since students 
stay in the room for most of the day, 
David can have his students store most 
books and supplies in their desks, while 
Pat cannot. 

David's bulletin boards include much 
the same content as Pat's. However, they 
lack the mature artistry and slick profes- 
sional look one sees in most classrooms. 
This is because everything put on the 
walls (class rules, published writing, 
book reviews,»and even the standard sea- 
sonal or thematic encouragement) is 
planned, produced, and displayed by 
students. 

The importance of this style of man- 
agement is clear when one reflects upon 
questions like the three Pat asked. To 
meet identified needs of this age group, 
for example, David is interested in giv- 
ing everyone opportunities for meaning- 
ful participation in their school, physical 
activity, and self-exploration (Dorman, 
Lipsitz, & Verner, 1985; Emmer et al., 
1982). By arranging the room in a man- 
ner that stresses sharing, either through 
placement of chairs in circles or through 
other peer-to-peer working arrange- 
ments, students assume roles as equals in 
the ways they use reading, writing, and 
conversation to communicate with one 
another and the teacher. 

In more traditional classrooms like 
Pat's, students with high energy levels 
need jgrpvisionsjo. allow .them 4o ^rnove 
about. The teacher who assigns students 
responsibility as distributors, collectors, 



ERJC 0000 a/J( / Hoffman 



60 



49 



or maintained of the instructional mate- 
rials also is trying to provide time to get 
up and move about and an opportunity to 
assume and execute responsibility. These 
are identified needs of children this age 
(Dorman, 1981). However teachers do 
this, and however well-intentioned those 
managerial moves are, the arrangements 
must be evaluated on the basis of 
whether they complement the general in- 
structional approach of the teacher. 

2. Planning for Self-Discipline. The 
classroom is a sea of movement and 
sound. David believes that in order for 
language and literacy to be taught in a 
way that is both meaningful and effec- 
tive,, thcclassroom must be filled with 
communication. He has established an 
orientation at the beginning of each day, 
with decisions being made under his su- 
pervision on the amount of time to be 
spent on each of the various projects and 
on study in the curricular areas. Students 
then begin their various group and indi- 
vidual tasks. Furniture is moved, within- 
group assignments are made, and 
lessons designed by David to meet the 
needs of specific groups or subgroups 
are begun. Students take roll, collect or 
distribute money or communications 
from the office, and place all appropriate 
documents and other items in the various 
In/Out boxes on David's desk. It is easier 
to see how se/faliscipline is developing 
for David's students than it is in Pat's 
room. Movement to and from the library, 
bathroom, and other areas of the build- 
ing and campus are all coordinated so 
-that-David 4 "can^be"avairaBre as~needed 
and informed about everything. 

3. Beginning the Year. David must be 



more careful than Pat in initiating his 
year. Most students are accustomed to 
teachers being completely in charge and 
telling students precisely what to do. 
Therefore, David must be careful how to 
initiate his students into a different role 
than they expect. The introductory teach- 
ing of group process roles, the art of gen- 
erating a consensus, shared decision 
making, and cooperative attitudes of 
"positive interdependence" (Glasser, 
1987) takes much longer than Pat's first 
week; yet David's task must be ac- 
complished early to ensure that the 
classroom will run productively and 
smoothly during the year. 

During the first weeks of school, Lena 
was a management challenge for David. 
Like many middle schoolers, Lena had a 
problem understanding the structure and 
limits in David's classroom. She asked a 
lot of technical loophole kinds of ques- 
tions that pulled the class or group away 
from the content of a task and into criti- 
cal discussions of what was a legitimate 
process within David's class. It was sev- 
eral weeks before the statement of class 
rules was composed in a way that al- 
lowed the class to respond to Lena's que- 
ries and allowed her to become a 
productive group member. 

4. Grading and Evaluating. In nearly 
even* subject there is some form of 
grouping that puts students in coopera- 
tive work patterns rather than in individ- 
ual competitive patterns. Grades are 
awarded to groups. Like Pat's, David's 
grading^is^bjecliveT^uUhe focus is on 
the correctness of the group's critical 
consensus rather than on an individual 
right answer. Even tests are group ef- 
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forts. These procedures are no less well- 
defined and understood by David's 
students than they are by Pat's. However, 
the relationships between people in 
David's classroom during most instruc- 
tional experiences are quite different 
from those found in Pat's class. The fo- 
cus of attention is more on what the stu- 
dents are doing than on what David 
does. He is positive in questioning his 
students about both their production and 
their procedures. He makes points about 
proper and improper group procedures, 
the value of productive initiative, and the 
results of poor planningjDn irresponsibil- 
ity on the part of groups or group mem- 
bers. Students ask for advice about 
procedure, information on the location 
of and access to resources, and clarifica- 
tions about the objectives of the curricu- 
lum and potential benefits of their 
experiences with the content. 

This does not mean that ail students 
naturally benefit from David's system. 
Pete is a top student who rails against 
working with his less able peers, whom 
he calls "ding-dongs." He wants to strike 
out on his own, intent on finding the 
"right answer," which he has been taught 
will bring him recognition and success. 
Rae, on the other hand, is so quiet she 
often seems to become lost in the group. 
She is well liked and seems pleasant, but 
she never respuids critically to reading, 
to experiences within the classroom, or 
to the opinions of her peers, even when 
spme._oLvthem -offer relatively non- 
threatening opportunities for self-explo 
ration and independence. 

David's desire to respond to these nat- 
ural differences in personalities, while at 
the same time helping students feel com- 



petent and successful, forces him to read 
about and discuss his system with col- 
leagues daily. He is not dissuaded from 
the approach he has taken, for his com- 
mitment to the theoretical underpinnings 
of cooperative learning is strong. He is 
aware, however, that managerial re- 
sponses consistent with that theory and 
supportive to these c! 'Idren are con- 
stantly under development. 

5. Maintaining a Management System. 
David's maintenance system is more 
complex than Pat's. Initiation during the 
-first few-weeks ofschool represents the 
beginning of a process. Every week 
some new aspect of cooperation, com- 
munication, and group process must be 
addressed and handled. Because of 
David's strong beliefs in communication 
and literacy, issues must be discussed 
and "composed" by the entire class. 
David asks a doubting colleague, "How 
else will they learn to think and respond 
critically in a literate manner?" New stu- 
dents, disruptions, feedback on perform- 
ance, and grading are individual in their 
impact, but the entire class has been 
given a share in the determination of dis- 
ciplinary procedures and record keeping. 

Tbday, David began his day with re- 
ports from the chairpersons of his vari- 
ous social studies groups, each of which 
is studying a different Middle Eastern 
country. One group found the addresses 
of most of the consulates Jor the coun^ 
tries under Ttu3y~and prepared a list to 
place on the bulletin board for the other 
groups to use. They are clearly proud of 
their "find," and all members of the 
group seem to need to add a comment to 
their chairs report. David announces 
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that the librarian has requested that no 
more than two groups come to the li- 
brary at one time, since the size of her 
collection on the Middle East is rather 
limited. After a brief discussion about 
sending only representatives from each 
group, the groups quickly decide who 
needs to go early and which groups can 
wait until later in the day or until tomor- 
row. David begins to consider aloud the 
question of determining a due date for 
this large group project and consults 

^ithJ*§.gE9yps^abouL-theiP-progress-. 

Students observe David as he "juggles" 
aloud the needs of six groups that have 
operated well or poorly. Some of the 
groups are waiting for data from the li- 
brary or the mail. One group is beset by 
a member's illness, and another by a total 
lack of direction. 

David observes to the class that some 
of the groups will finish ahead of others, 
and the class discusses how early groups 
could most productively spend their time 
on preparing their presentations and be- 
ginning to plan their science projects on 
solar energy while waiting for the oth- 
ers. When they arrive at a date, Tnost of 
the students write the date on their pro- 
ject folders and begin mumbling about 
their plans for the day. In spending time 
on such matters, David is demonstrating 
his desire to lead his students to manage 
their time well across many different 

m curr:culum« areas, rather than requiring" 

them to meet his due date. 

Summary of David's Eighth Grade 

As with Pat, some of David's curricu- 
lum and some of his teaching styles do 
not coincide with the way he conducts 
his classroom management. In a demo- 
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cratically oriented classroom, the entire 
text (the stated curriculum) cannot be 
covered. Neither can David guarantee 
that the basic skills arranged into grade- 
level-specific, end-of-year tests will be 
covered in a lesson dedicated to their 
mastery. David accepts that his class's 
scores vary on the skills tests. Scores 
seem to go up and down according to the 
enthusiasm he can generate within his 
group activities for the kind of precision 
and right answer orientation on which 
Lhe-tests^well/Stiir,T^ 
lieves that if all teachers embrace the 
same orientation to literacy that he does, 
all the really important skills will be 
learned and will be learned better than in 
classes like Pafs. This is not to say that 
Pat can or should emulate David, only 
that David's orientation to literacy and 
dedication to his students as language 
learners are most productive when ex- 
pressed in the management style he 
creates. 

Just like Pat, David knows halfway 
through each academic year that his 
room is an imperfect place in which to 
teach the reading, language, and atti- 
tudes about literacy that he treasures. 
Differences in David's initial prepaiation 
as an elementary teacher set him apart 
from Pafs departmentalized orientation. 
Differences in their assigned teaching 
posijion^^^^eir_msexyice^work r -in. 
Ifieir university course work, and in their 
classroom experience have brought them 
to different places as professionals. 

Although many differences exist, there 
is a similarity in the needs of Pai':> and 
David's students and in the teachers* con- 
cerns with student achievement. David is 
interested in the same three questions 
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Regardless of their classroom management styles, all teachers hope that their students will 
develop the reading habit. 



that Pat asked herself. Pat's classroom 
management restricts the choices she 
_els she can make to promote achieve- 
ment in her classes, while David's expo- 
sure and subsequent commitment to 

empowering.students.in.a»group-orifcnted- 

classroom have led him to establish a 
much different management system. 

Judd's Multigrade Classroom 

Judd was trained as a middle school 
teacher. He knows much about the char- 
acteristics of middle school students and 
their educational needs (Johnston & 
Markle, 1986), and like Pat, he is in 
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complete control of his classroom. Also 
like Pat, Judd is the reading and writing 
teacher on a team of teachers. However, 
instead of seeing his role as a supportive 
one, he feels in many ways that his class- 
■room is a haven* from all the other 
classes. What he does is not isolated 
from his other team members' activities, 
but he believes that reading and literacy 
deserve more than support status. In 
Judd's mind, communication and the 
uses of language allow students to reason 
through and record their thoughts, which 
are worthy objectives for children of any 
age, particularly middle schoolers. Judd 



53 



expects his team members who special- 
ize in a single subject to teach the chil- 
dren the content area reading and writing 
that support development in those disci- 
plines. He offers a place where students 
from his sixth/seventh grade team can 
coordinate and integrate learning both 
from other classes and from their own 
lives through their self-selected reading 
and writing. 

Judd participates in all of the experi- 
ences through which he leads his stu- 
dents. When students are engaged in 
freewriting, library research, publica- 
tion, or careful reading, they can look up 
to see that Judd also is doing this activity. 
Each student experiences readership, au- 
thorship, and critical analysis of compo- 
sitions in both reader and author roles. 
As a result of these experiences, children 
become involved in discussions about 
how authors decide to publish and how 
they determine what to revise. Judd is a 
student of the process school of literacy 
and runs what he would call a whole lan- 
guage classroom (Altwerger, Edelsky, & 
Flores, 1987). As a veteran of writing 
process training in his graduate work, 
Judd has read most of the books pub- 
lished on this student-oriented approach 
to developing the thinking and language 
skills necessary to read and write well in 
any discipline (Atwell, 1987; Calkins, 
1986; Graves, 1983; Hansen, 1987; 
Stock, 1983). The entire class does not 
focus on one set of reading or writing 
objectives at the same time. The curricu- 
lum is driven by the approach called kid 
watching (Goodman, 1978). 

Teachers can respond in a variety of 
ways to the three questions that have 
been identified as ongoing challenges for 
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reading teachers. The curriculum teach- 
ers choose, the instruction they offer, 
and the management/discipline they at- 
tempt to develop must all work in con- 
cert to maximize reading and literacy 
competence. Judd's managing style dif- 
fers from both Pat's and David's, as an 
evaluation of the five categories of man- 
agement shows. 

1. Organizing the Room and Materi- 
als. Judd's room doesn't look like a nor- 
mal classroom. There are desks in the 
middle of the room, but around the out- 
side are cubby holes where small groups 
of students can "scooch" up to the wall 
and read one of the several books they 
have going, write a letter to an author or 
an editor, or discuss some issue of liter- 
ary substance with one another without 
bothering their classmates. The room 
has an abundance of reference materials, 
hundreds of adolescent literature paper- 
backs, and crates of folders with stu- 
dents' names. The bulletin boards are full 
of student work, and scattered through- 
out the room are quotations, both from 
famous reading and writing experts and 
from the not-so-famous ones who are 
Judd's students. Rules, general and few 
in number, are posted in Judd's rough 
printing near the front of the room. Judd 
is not much of an artist, and adornments 
in the room seem more serendipitous 
than planned. There may be a play ad- 
vertisement, a movie poster (Holly- 
wood's rendition of one of his favorite 
adolescent novels), student writing, and 
notes from students to Judd or to other 
students that are particularly telling 
about their experiences in developing lit- 
eracy. Judd's room looks like a cross be- 
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tween a busy, bustling place and Pat's 
orderly room. 

2. Planning for Self-Discipline. Judd's 
class is a structured environment for 
only a small part of the six instructional 
periods each day. Most of the time, it is a 
workshop for readers or writers. With all 
of these different activities going on, 
Judd runs the class the way it makes 
sense to him. The rules he uses are de- 
signed less to promote order than to en- 
sure productivity. The organization of 
the management of this class is an out- 
growth of students working productively 
and trying to keep out of one another's 
way. Still, some students require more 
encouragement than others because they 
are less sure of themselves and their 
roles. Judd spends a few minutes each 
day in a whole class meeting, finding out 
exactly what all students are doing and 
what their plans are for the class period. 
He also checks on their need for individ- 
ual conferences or inclusion in group les- 
sons (Atwell, 1987). Through this short 
meeting, Judd can inform everyone 
aoout others' work and ^.bout his expecta- 
tions for all class members. Individual 
conferences give him an opportunity to 
meet with each student at least once a 
week. These 5 or 10 minute conferences 
are amicable and task-oriented times for 
communication and reflection. The cul- 
ture of communication and literacy that 
Judd wants to develop for his students is 
unmistakable. 

3. Beginning the Yean Judd begins the 
year with demonstrations of how he and 
his students will be working within the 
class. For example, he shows students 
that he values communication and liter- 



acy by conducting short daily coaching 
lessons, by discussing the ways in which 
reading and writing may be done, and by 
praising the wide range of behaviors that 
constitute literate conduct. He also pro- 
vides them with direct experiences in 
communicating appropriately with other 
students and with the teacher, using writ- 
ing (through notes placed in one an- 
other's files) and brief on-task dis- 
cussions on matters such as an author's 
style, identification of one's audience, or 
the manner in which engaging books in- 
clude the author's voice. Throughout, 
Judd emphasizes productivity, confi- 
dence in each student's ability to be pro- 
ductive, and the expectation that students 
serve their peers well as both reading au- 
diences and producing authors. All stu- 
dents read and write from the first day, 
regardless of how they have previously 
considered themselves in the realm of lit- 
eracy. 

Critical analysis of a peer's writing (a 
poem or longer work), conferences 
about issues that trouble the reader or 
writer, and sharing of production and lit- 
erary experiences are introduced during 
the first week. By the second week, 
some students are beginning to ask about 
forming book discussion groups, select- 
ing library materials, writing topics, and 
coauthorship. 

4. Grading and Evaluating. In Judd's 
opinion, competitive grading is neither 
informative nor productive in a setting 
that focuses on process. His grading is a 
combination of subjective and objective 
judgments about effort and productivity. 
Determinations of productivity are gen- 
erally related to publication, panel mem- 
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bership, or some other kind of sharing or 
performance that displays the composed 
ideas of the student. 

Since there is so much natural individu- 
alization within this class, some students 
find themselves uncomfortable in the aca- 
demic spotlight. It is especially distress- 
ing for students like Lamar to be asked to 
write about things they know when they 
may not have learned much about the 
world and academics in five years of 
schooling. Judd commonly asks his stu- 
dents to write about what they know best, 
and that is themselves. Lamar was 
unwilling to take the social and psycho- 
logical risk of displaying his knowledge 
(and ignorance) of himself until he dis- 
covered that Juad was more than willing 
to publicly take that risk, and that the 
class tended to be supportive and often 
complimentary. 

Talk is a valuable commodity in Judd's 
class. Those who converse too little are 
as liable to be corrected as those who 
like to gab. Judd develops a discipline 
focused on managing the talk to optimize 
literacy. In Judd's view, a quiet class si- 
lences literacy learning. 

Expectations are high for all of Judd's 
heterogeneously grouped students be- 
cause he feels that no nonreaders or non- 
writers walk through his door, only those 
who may not have begun to read and 
write Absences or lack of intensity dur- 
ing the class only mean that the student 
must be productive at home or in other 
settings where supervision is available to 
verify that time is spent reading, working 
on research, or preparing manuscripts. 
As should be clear from this description, 
Judd tolerates neither illiteracy nor ali- 
teracy in his students. 
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5. Maintaining a Management System. 
As students become accustomed tc the 
workshop atmosphere and schedule, they 
generally are eager to get to class and 
disappointed when it ends, even through 
the work is hard. In this respect, Judd's 
class echoes David's experience. Middle 
school students working on their own 
projects tend to be more dedicated to ef- 
ficient classroom operation than when 
working under other circumstances. Of 
course, rules occasionally must be re- 
viewed and reinforced, but this is usually 
done one to one between Judd and the 
students. Managerial adjustments stMl 
must be made daily for some students. 
Tbcker, for instance, is a big boy who 
tends to bully his way around the school, 
displaying little ability to communicate. 
Judd's classroom is set up in such a way 
that 1\icker has been forced to become 
conversant, initially with Judd and even- 
tually with other students, about their at- 
tempts to make sense of their lives with 
reading and writing. T\icker has falter- 
ingly produced responses to articles, 
books, and analyses of writing that per- 
tain to nuances of vocabulary selection 
and sentence construction. Judd is cer- 
tain that over time Tbcker will learn to 
conduct his academic and social affairs 
outside the classroom with more than 
just physical strength. 

Certainly, Judd must accept the leader- 
ship of the classroom, and just as cer- 
tainly, these students are open to all of 
the silliness and seriousness that beset 
middle school students. They are effi- 
cient and effective in most of the lessons, 
workshops, and conversations within 
Judd's class. 

This morning, Judd began as he al- 
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ways does, with his gradebook open. He 
uses four or five gradebooks a year be- 
cause every day he records in them the 
students' daily plans, along with grades 
given that day. The roll call is not an- 
swered by "here," but by a brief state- 
ment of each of the student's intentions 
for the class period. Examples of their 
reports (and Judd s responses) include: 
"Finishing a first draft of a poem" 
(Okay.), "Library to take this dumb book 
back" (That's three this week; bring back 
five.), "Writing an article for the Flame 
(school newspaper) with Clarice" (That's 
due Friday; can you make it?), "Can we 
do our panel today?" (How much time 
will you need?), "Could I see you to- 
day?" (Yep, we're due.), "Chapter 16 in 
my book" (Three days is too many for 
one chapter; do we need to discuss 
this?). This takes perhaps four minutes. 
Then as Judd writes the time schedule 
for the day, the class begins to break up. 

Some students work alone with a sharp 
pencil and a pad of paper; others begin 
chatting. Judd clears his throat pointedly, 
and they get uown to business. Judd (hen 
settles in at his desk witu the four stu- 
dents who are sharing their understand- 
ings about Where the Red Fern Grows 
(Rawls, 1973). This period he will spend 
20 minutes with this group, 20 more in 
5-minute segments with various students 
who need conferences, and the remain- 
der of the time overseeing the panel and 
ensuing discussion. 

Summary ofJudd's Multigrade 
Classroom 

By focusing on developing a culture of 
communication and literacy, Judd 
matches his teaching style to his class- 
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room management system. He learns 
about the inadequacies of his manage- 
ment system from his students as an in- 
tregal part of his daily duties. Therefore, 
his refinements in management and in- 
struction occur daily, ..ot yearly. Judd re- 
sponds to his students' efforts and assists 
them in troublesome areas. His "work- 
shop" classroom provides a medium for 
individual students to explore, discuss, 
and improve their writing and reading 
(Atwell, 1987; Hansen, 1987). 

Like David, Judd has created a social 
support system for his students. Unlike 
David, Judd has his students create indi- 
vidual products. Judd has generated a 
classroom that builds on nearly all the 
qualities identified as supportive of chil- 
dren of this age. 

Student needs and teacher concerns 
are the same in Judd's class as in Pat's 
and David's. The questions he asks are 
the same. The difference is that the stu- 
dents in this setting are working as hard 
as the teacher to answer the questions. 
Sharing the load among 30 interested 
parties in each class is an efficient and 
effective way to handle the individualiza- 
tion in which everyone is interested. 

The Future 

There is no single way to manage mid- 
dle school teaching contexts. The middle 
school represents a transition between 
the traditionally student-centered, self- 
contained elementary school and the 
content-oriented, 50-minute instructional 
periods at the secondary level. Tradition 
has yet to take hold in the relatively 
young middle school movement. This 
places great demands for creativity on 
teachers like Pat, David, and Judd. 
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These teachers have addressed the im- 
portant instructional questions through 
differing approaches to classroom man- 
agement. 

How does one promote reading with 
the generally unskilled and uninterested 
readers at the lower end of the achieve- 
ment range? Pat does it through a focus 
on basic skills and strict grading of as- 
signments with immediate feedback 
from the teacher. David does it through 
group membership and responsibility. 
The more advanced readers and writers 
work hard with the less accomplished 
members so that the group grades will be 
as high as possible. Judd assists his stu- 
dents in selecting reading materials and 
writing topics, demonstrates his own 
reading and writing efforts, and main- 
tains one to one contact. 

How can a teacher ensure that the top 
students get as much attention as the 
lower ones? Pat uses the traditional 
methods of grades and rewards to let her 
lop students know how they are doing. 
She then attemts to enrich her assign- 
ments to challenge all of her student on 
their level. David sometimes places 
these students throughout his groups as 
potential leaders and resources, and at 
other times places them together to learn 
from one another. He spends time ensur- 
ing that group tasks are as challenging to 
them as to their less advanced peers. 
Judd's work with higher performing stu- 
dents is identical to his work with the 
lower functioning ones. T^; individual- 
ization in the workshop provides a natu- 
ral place to seek the level of challenge 
appropriate to the student. 

How might reading be better incorpo- 
rated with content area instruction and 
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integrated with an emphasis on writing? 
Pat is working hard to include more se- 
lections from the content textbooks from 
her students' other classes. Pat also is 
considering using her class as a place for 
developing leadership for some of the ac- 
tivities and experiences in her teaching 
team's larger content units. Writing, 
which builds on the class's daily lesson, 
is more likely to occur in short sessions 
at the end of her class. It comes in the 
form of learning logs that children use to 
reflect daily on their learning. David is 
attempting to do more with less (Sizer, 
1985) by focusing on larger issues in sci- 
ence and social studies (abandoning a 
significant amount of the text content) 
and then studying the large issues more 
deeply. This can mean doing social stud- 
ies to the exclusion of science for three 
weeks at a time (and vice versa). It in- 
cludes a lot of content-specific writing 
and reading, however, and that is what 
David is striving for. Judd attempts to 
develop a closer connection between all 
of the disciplines all of the time. He en- 
courages many real world kinds of pro- 
jects in individual research and inquiry, 
eulogies, advertisements, oral histories, 
commentaries or reviews, and corre- 
spondence with practicing scientists and 
historians. Through these projects Judd 
enriches the content of his fellow teach- 
ers as well as the competence of his 
students. 

Middle school teachers who teach 
reading can address these kinds of endur- 
ing concerns by orchestrating their gen- 
eral instructional orientation, their 
manner of responding to individual mid- 
dle schoolers (and to the ubiquitous so- 
cial groups that constantly evolve within 
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any given class), and the classroom man- 
agement that forms a teaching context. 

If the teacher wishes to teach prepara- 
tion for standardized testing, the class- 
room management style should parallel 
and complement those instructional ob- 
jectives. Teaching children to give the 
right answer to skills questions would 
not work well in a classroom that asks 
for student group decisions. Similarly, 
teaching communication skills and criti- 
cal response will not be very successful 
in a classroom that is quiet, subdued, 
and full of students working on their own 
activities. Only certain combinations of 
curricular emphasis, instructional ap- 
proach, and classroom management 
work well together. At one time or an- 
other all teachers find themselves in the 
position of having a less than optimal 
combination of these three dynamics of 
teaching. In fact, because of frequent 
changes Li curriculum, managing styles, 
and the instruction they wish to offer, 
teachers are constantly reminded that 
their classrooms are less than perfect. 
Changes must be implemented, and 
teachers must recognize that effective 
management is a means, not an end. Lit- 
eracy, not fiill-time engagement in aca- 
demic tasks, is the ultimate goal. 

The context teachers provide for their 
classes defines the experiences of the stu- 
dents. Teachers who are comfortable with 
giving instruction in reading and learning 
skills that are discipline specific, teachers 
who v ork to integrate several disciplines 
while distributing the responsibilities of 
teaching and learning, and teachers who 
work alongside students in a workshop 
full of demonau aliens about literacy may 
have different orientations when it comes 



to maximizing achievement within their 
curricula. However, all these teachers are 
motivated by the same kinds of concerns 
about their students. Good teachers are 
constantly working to respond by chang- 
ing their classroom contexts to meet those 
needs that dictate the conditions of their 
students* growth in reading and literacy. 
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Ctirciciiliim ai* 
Instruction 




PRELUDE 

Central to middle school reading are the questions *WttOt should I teach? 9 
"How should I teach ?*and How should I evaluate whether I was effective? 9 
This section attempts to answer these questions. Chapter 5 provides a 
framework for literacy instruction; Chapters 6 and 7 suggest what should 
be taught in the cognitive/metacognitive and affective domains, 
respectively; Chapter 8 deals with instruction; and Chapter 9 focuses on 
evaluation. You will note that all five chapters place emphasis on writing as 
well as on reading. This reflects our twin beliefs that we are engaged 
broadly in literacy development rather than narrowly in the development of 
reading acquisition, and that reading and writing are reciprocal language 
modes lest conceptualized and taught in integrated ways. 
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A FUNDAMENTAL GOAL 
of middle schools is compre- 
hension of content knowl- 
edge in areas such as English, science, 
and social studies. The purpose of this 
chapter is to propose a conceptual frame- 
work for balancing the goal of content 
knowledge and strategy application. 

Factors Influencing 
Reading Instruction 

Despite theoretical advancements in 
how reading and learning are concep- 
tualized, middle school reading instruc- 
tion has remained largely unchanged for 
decades. The hope for a major curricular 
reorganization generated when junior 
high schools were first converted to mid- 
dle schools has almost disappeared. An 
outdated structure for reading remains. 
This section examines four interrelated 
factors that contribute to this lack of 
progress in reading. 



Using Outmoded 
^^£&> Organizational Structures 
The way middle school 
reading is taught has been influenced by 
how it has been organized. Typically, 
middle school reading programs are or- 
ganized in one of two ways. The first re- 
flects an elementary perspective in 
which reading is taught as a separate 
subject. Frequently, the basal reader is 
the primary means of instruction, and 
formal developmental reading instruc- 
tion is usually completed by the end of 
sixth grade. If students need additional 
or special help in reading, it is generally 
offered in the form of a separate remedial 
class. When this perspective dominates, 
a skills~in-isolation approach to reading 
instruction often results. Instruction 
moves from one reading selection to an- 
other driven by the need to cover the next 
set of skills; thus skills are often pre- 
sented in a nonintegrated context. As a 
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result, reading is viewed as static, and 
content or domain knowledge is mini- 
mized or ignored. 

The second organizational approach 
incorporates reading into the language 
arts curriculum. As students move from 
elementary to middle school, a separate 
class for reading usually is dropped after 
the sixth grade and merged with the lan- 
guage arts/English curriculum in the 
seventh or eighth grade. While it is bet- 
ter than the elementary perspective, 
reading as language arts/English has two 
limitations: (1) systematic transfer of 
learning strategies to other disciplines is 
minimized, and (2) narrative materials 
are the prevailing form of text. While 
language arts instruction can include 
how to read other types of materials in 
other disciplines, often it does not. Fur- 
ther, this approach assumes that the 
language arts/English teacher has knowl- 
edge of reading processes and has full re- 
sponsibility for teaching students how to 
apply reading strategies to wther disci- 
plines. In fact, language arts/English 
teachers seldom possess knowledge of 
reading processes, and even when they 
do, they cannot be expected to assume 
total responsibility for reading because 
they have their own content to teach. 

If learning ;crcss the curriculum is to 
occur, all content teachers must share re- 
sponsibility for teaching reading strate- 
gies within their disciplines. This means 
we must offer a model for learning that 
views reading/writing in a broader con- 
text. Without such a perspective, middle 
schools will continue to provide limited 
literacy instruction. 



Emphasizing Isolated Skills 

A second factor influencing middle 
school reading is that reading is fre- 
quently viewed as a static, skills-driven 
process. This perspective assumes that 
determining the main idea of a poem is 
the same process as determining the 
main idea of a passage on the causes of 
the Civil War. Not only are there major 
structural differences between these two 
types of materials, but the prior knowl- 
edge required to interpret the two is 
much different. In other words, a skills- 
driven approach to reading ignores how 
the purposes of learning, the type of ma- 
terials used, and the assigned task all in- 
fluence strategy selection. 

This static perspective is in sharp con- 
trast to the current interactive view of 
reading in which readers buiM knowl- 
edge from pro lous experiences and use 
that information in conjunction with 
knowledge about the reading process to 
construct a holistic representation of a 
text. To do this, readers must be sensitive 
to the relationships among the various el- 
ements of information within a text so 
they can integrate new and old informa- 
tion into a complete whole. Inherent in 
this view of reading is the notion that 
readers construct meaning for a text as a 
function of the interaction among the 
reader, the text, and the context of the 
reading situation (Anderson et al., 1985, 
Wixson& Peters, 1984). 

Much or what is taught about reading 
at the middle school level is not consist- 
ent with precepts that underlie the inter- 
active view of reading. Peters (1984) 
examined some of the more widely 
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recommended instructional activities 
(vocabulary enhancement, graphic orga- 
nizers, questioning strategies) to ascer- 
tain how they addressed comprehension 
in light of the changing nature of com- 
prehension instruction. He found that 
skills often were presented in isolation. 
And when some activities did utilize fac- 
tors such as prior knowledge, text struc- 
ture, and metacognitive knowledge, they 
were limited to one or two of these fee- 
tors. For example, a teacher might ex- 
plain graphic organizers but say nothing 
about varying this strategy as purpose, 
text, and task change. 

Deemphasizing Domain Knowledge 

Middle school reading also has been 
influenced by a tendency to minimize the 
role of domain knowledge, the transfer 
of knowledge to new learning situations, 
and the flexible use of knowledge. This 
is particularly significant at the middle 
school level since what students should 
be learning is how to apply strategies to a 
variety of content areas. 

Research is increasingly pointing to 
the importance of domain knowledge in 
the learning process. As Rabinowitz and 
Glaser (1985) point out, people who ex- 
hibit highly competent performance have 
easy and fest mental access to relevant 
information, are able to view problem 
situations in qualitatively distinct ways, 
can use strategies effectively and flexi- 
bly, and have good metacognitive skills. 
Therefore, to construct meaning effi- 
ciently, readers must be able to access 
appropriate domain knowledge. Voss 



(1986) corroborated this view by demon- 
strating that the level of one's domain 
knowledge influences its assimilation 
and retrieval. It seems clear that teachers 
s* ould spend more time helping students 
acquire knowledge. 

b this end, Spiro et al. (1987) recom- 
mended traversing or crisscrossing a 
topic from many different perspectives. 
Presenting information from multiple 
perspectives allows students to acquire a 
more integrated knowledge base, helping 
them move beyond surface level interpre- 
tations to deeper levels of understanding. 
However, implementing the notion of 
traversing selected topics in a systematic 
manner requires a different view of read- 
ing instruction; it means moving from a 
skills or a narrative-based approach to 
one in which content knowledge plays a 
greater role. 

The role of domain knowledge is even 
more important in the transfer of knowl- 
edge to new learning situations. As Chi 
(1987) points out, transfer is impeded 
without a well-integrated knowledge 
base. If knowledge acquisition and inte- 
gration are ignored in fevor of teaching 
isolated skills or generic strategies, strat- 
egies do not transfer. For transfer to be 
enhanced, teachers must continually re- 
structure domain knowledge under dif- 
ferent types of learning situations. 
Consequently, domain knowledge plays 
an extremely important role in the appli- 
cation of strategies because transfer from 
one type of material to another is un- 
likely if students' domain knowledge is 
skimpy or poorly organized. 
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Pressure from National 
Reform Movements 

A fourth factor inhibiting progress in 
middle school reading is the national re- 
form movement for excellence in educa- 
tion that began in the early 1980s with 
reports such as A Nation at Risk (Na- 
tional Commission on Excellence in Ed- 
ucation, 1983). The pressure created by 
these reports pushes the middle school 
curriculum in divergent directions. One 
type of reform calls for a predominantly 
content-oriented curriculum; another 
type wants to move the curriculum to- 
ward generic learning, where content 
knowledge is subjugated to a process ap- 
proach. The first sees domain or content 
knowledge as the target; the second 
views development of the learning 
process as the goal. Each has potential 
implications for middle school reading 
and learning. 

Content reform movement. In a series 
of recent national reports, the impor- 
tance of teaching strategies is being reex- 
amined. One of the more influential 
studies v, the Report on the First Na- 
tional Assessment of History and Litera- 
ture (Ravitch & Finn, 1987). In their 
report, Ravitch and Finn point out that 
many high school students lack basic 
history and literature knowledge. Be- 
cause this information plays such an im- 
portant role in interpreting human 
experience, they argue for a curriculum 
in which history and literature are more 
prominent and in which strategies are 
given a relatively low priority. 

Some critics also believe there is a de- 
ficiency in what students are asked to 
read. In a study by Sewall (1987), a 
group of historians, authors, editors, and 

Er|(> ' 76 



journalists examined fifth, eighth, and 
eleventh grade American history text- 
books and found them to be poorly writ- 
ten and, in most cases, lacking 
substantive information about American 
history. They concluded that what these 
materials produce is a curiously disem- 
bodied style of history that describes 
what happened but not why. These find- 
ings are even more critical when one 
considers the dominant reliance on a sin- 
gle textbook at the middle school level 
(Sewall, 1988). While this may not be a 
startling finding for those who are famil- 
iar with the research on learning from 
text (Anderson & Armbruster, 1984; 
Britton & Black, 1985, Otto & White, 
1982), it does provide additional ammu- 
nition to those who advocate a return to a 
predominantly content-oriented curricu- 
lum. 

The arguments expressed in these 
studies are further bolstered by the 
works of Bloom (1987) and Hirsch 
(1987), who are critical of not only what 
but also how subjects are being taught at 
all levels of education. Hirsch advocates 
learning a body of culturally approved 
information that will enable students to 
live successfully as adults. The presump- 
tion is that by digesting bits of sanc- 
tioned knowledge, students will be better 
prepared to deal with the ambiguity, con- 
tradiction, and complexity of adult life. 
To Hirsch, skills have been overempha- 
sized and information that constitutes 
our literate national culture has been 
underemphasized. 

General skills movement. the other 
end of the curricular reform continuum 
are those who advocate the use of ge- 
neric learning strategies (Beyer, 1987, 
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1988; Chance, 1986). Those who sup- 
port this perspective believe skills and 
strategies can be uniformly applied 
across a variety of content areas. In other 
words, skills are taught in a decontex- 
tualized manner where the goal is to 
learn skills without consideration for dif- 
ferences within and across the various 
content disciplines. Some of those who 
support this position believe that more 
time should be spent learning generic 
strategies such as problem solving so 
they can be applied to a variety of learn- 
ing situations both inside and outside the 
classroom. 

Striving for a Balanced Approach 
The ultimate focus of middle school 
reading and writing must be more con- 
sistent with what Katz (1982) calls "criti- 
cal literacy," in which a student builds 
knowledge from previous experiences 
and uses that information in conjunction 
with other knowledge (i.e., knowledge 
about strategy use and domain-specific 
knowledge) to interpret new learning sit- 
uations. The key here is the learner's 
ability to use content and strategy knowl- 
edge in a flexible manner and to transfer 
it to new learning experiences. An ap- 
proach that integrates both process and 
content facilitates this kind of knowledge 
acquisition. 

When content teachers relinquish re- 
sponsibility for teaching process, "ap- 
propriate" information is emphasized 
without regard for what Paris, Lipson, 
and Wixson (1983) call strategic learn- 
ing. That is, studenb get little opportu- 
nity to apply learning strategies (process) 
across a variety of curricular areas. But 
when teachers emphasize strategy to the 
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exclusion of content, they ignore the feet 
that domain knowledge influences strat- 
egy selection. A balance is needed be- 
tween content and process. 

A balance requires teachers to avoid 
separating the acquisition of knowledge 
from the process or strategy. For in- 
stance, most reading specialists view so- 
cial studies as if it were a monolithic 
structure rather than as many different 
disciplines (anthropology, economics, 
geography, government, history, psy- 
chology, sociology) possessing struc- 
tural, conceptual, and methodological 
differences (Peters, 1982; Peters & 
Hayes, 1989). History and geography, 
for instance, are two important social 
studies courses at the middle school 
leveL While geography may deal with 
some of the same topics as history, it also 
involves examination of the earth's sur- 
face, the environment, and the people 
who inhabit various regions of the 
world. Two major features are involved: 
the natural or physical features and the 
cultural and human features (Backler & 
Stoltman, 1988). History, on the other 
hand, includes the study of conflicting 
forces such as wars and revolutio* s- vio- 
lent upheavals of nations interpreted in a 
human context of causations often ex- 
plained in terms of impact on institutions 
and on policies (Hegel, 1899, 1956; 
White, 1973). In short, historians look at 
causation differently than do geogra- 
phers. 

Since historians examine events in a 
human context of causations that are ex- 
plained in tern > of their impact on insti- 
tutions and policies that exist vithin a 
specific historical context, these events 
are considered unique. Consequently, to 
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some historians the past does not predict 
the future, and it is this uniqueness that 
explains historical phenomena. This is 
not necessarily true of physical geogra- 
phy, where events such as the formation 
of and the climate in certain regions are 
controlled by natural laws that are invar- 
iant and, as such, predictable. 

The climate in Africa is different from 
the climate in Antartica but the factors 
that control these differences are not the 
same as those that control historical 
events. Therefore, causation is not 
viewed in the same manner. Another dif- 
ference between the two is the methodol- 
ogy historians and geographers use to 
interpret the past: historians use diaries, 
documents, journals, newspapers, and 
letters, and geographers use maps, 
graphs, charts, demographic data, and 
measurement devices. This usually 
means examining the relationship be- 
tween culture and the physical features of 
the earth. 

Such distinctions are important be- 
cause each implies a different approach 
to strategy. Dif erent strategies are 
shaped by the thinking patterns typical of 
the various disciplines in social studies 
(Anderson & Armbruster, 1984) and re- 
quire different approaches to the devel- 
opment of instructional support activities 
(Peters & Hayes, 1989). Students must 
be taught to see the differences in the 
structural composition of various disci- 
plines and to make adjustments in how 
they read and think about topics within 
those fields. Thus, reading in social 
studies should not merely entail getting 
information from the printed page but 
also learning how to adjust for various 
structures when reading history, geogra- 
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phy, or governmeh materials. Once stu- 
dents realize that these distinctions exist, 
they can use different strategies when 
reading history, biology, mysteries, or 
poetry. 

If reading is taught from a generic 
skills perspective or if content is decon- 
textualized to emphasize skills, however, 
content teachers conclude that their job 
is to take care of the content without wor- 
rying about teaching process because 
students will learn process from the 
reading teacher. If middle school reading 
programs are to improve, this must 
change. 

Reconceptualizing the 
Reading Program 

This section describes five recommen- 
dations for balancing reading programs 
and the instructional guidelines that 
emerge from these assumptions. The 
recommendations serve as a framework 
for restructurLg middle school reading. 

1 . Base reading programs on sound 
theoretical news of reading and learning. 
One of the major weaknesses of the mid- 
dle school reading program is its struc- 
ture. Tb be consistent with what we know 
from research, the reading program must 
be more than another language arts 
course of which reading is one compo- 
nent. Learning across the curriculum 
(Katz, 1982) must be its primary focus 
so that the full range cf topics and materi- 
als students encounter is supported. Most 
of the reading material will be informa- 
tional rather than narrative hw:ause narra- 
tive is not the ma' jt type of material read 
at this level. 
However, materials do not determine 
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program structure. Structure comes from 
the theoretical assumptions underlying 
reading as an interactive process. An in- 
teractive framework suggests that one 
must first establish a clear purpose for 
learning, which then dictates the type of 
material and strategies to be used. Goals 
must be placed in a larger context, one 
that reflects a recursive rather than a lin- 
ear approach to learning. When learning 
is linear, students move through skill hi- 
erarchies; when learning is recursive, 
students accumulate and integrate knowl- 
edge. 

2. Integrate domain knowledge (con- 
tent) with strategies when developing a 
reading program. Domain knowledge is 
an important component in middle 
school reading and writing. Without suf- 
ficient domain knowledge, comprehen- 
sion is impeded, strategies cannot be 
used appropriately, learning is frag- 
mented, and transfer of knowledge is im- 
paired. More attention needs to be given 
to how domain knowledge influences 
strategy usage, rather than focusing on 
either generic skills or skills that are ap- 
plied to primarily literature-based mate- 
rials. 

Reading topics should be selected 
from content areas pertinent to the cur- 
riculum. By doing so, we avoid using 
contrived or irrelevant materials. The 
goal is to make a direct connection be- 
tween the content areas students are pur- 
suing in other courses and the reading 
class. Failure to make this connection 
relegates reading to an insignificant posi- 
tion. In contrast, the goal should be to 
create a reading environment that helps 
students shift their view of reading from 
a restricted perspective to one rcsem- 
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bling an integrated instructional environ- 
ment. To do this, reading teachers must 
work more closely with content area 
teachers. Such collaborative efforts are 
important in order to help students apply 
strategies systematically across their 
many different subject matter classes. 

A reading teacher adhering to this 
strategy would not select a nonfiction 
piece of material merely to expose stu- 
dents to that particular type of text. The 
teacher would address what topics stu- 
dents are likely to encounter in their 
other content classes, what type of non- 
fiction or informational text would best 
address these topics, the variety of pur- 
poses for which they might read this par- 
ticular type of material, the types of 
strategies required to read the material, 
and how strategies change as assigned 
tasks change. 

The instructional process would begin 
by selecting a topic frequently discussed 
in one of the middle school curricular ar- 
eas. The goal is not to turn reading 
teachers into content teachers but to take 
familiar topics and plan activities that 
demonstrate to students how domain 
knowledge influences strategy usage and 
how to think about learning in a variety 
of contextual settings that link to stu- 
dents' other subject area classes. 

The next step in the instructional plan- 
ning process is the selection of materials. 
If the topic is plate tectonics in earth sci- 
ence, the material should come from an 
earth science textbook representative of 
the level students encounter in the ir earth 
science class. The selection can be the 
same or different from the one students 
already use in the regular earth science 
Jass, but the material should be used af- 
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ter the topic has been covered in their 
regular science class. There are two ad- 
vantages to using a selection that stu- 
dents have previously encountered. 
First, it provides an opportunity to ap- 
proach a topic from multiple perspec- 
tives. Students can read, write, and think 
about the topic from new vantage points. 
Topics used in this manner facilitate the 
integration of knowledge. Second, this 
teciinique allows students to explore how 
content influences the processes used to 
comprehend. While content determines 
process, this approach emphasizes how 
the two are inextricably linked. 

Both content goals and process goals 
are important. Content goals focus on 
the important information in the text, 
thus helping the reading teacher avoid 
decontextualizing. Examples of content 
goals for a selection on plate tectonics 
are (1) understanding what is meant by 
plate tectonics, (2) understanding vari- 
ous theories that describe plate tectonics, 
and (3) understanding !h e strengths and 
weaknesses of each theory. Note that 
these goals focus on the global level of 
learning and emphasize holistic under- 
standing of material. Process goals fo^ns 
on the cognitive operations that underlie 
the student's interpretation of the reading 
materials. They are designed to help 
reading teachers make explicit some of 
the steps students must go through to un- 
derstand content goals. Examples of 
process goals related tc the content goals 
are understanding how to link evidence 
to a theory, how to compare various the- 
ories, and how to use adjunct aids to in- 
terpret theories. Content and process 
goals are important because they become 
the focal point around which all instruc- 



tional activities are organized. 

The next step is to transform the con- 
tent and process goals into -* series of in- 
tegrated instructional activities. To 
facilitate student learning, these activities 
are divided into three phases: (1) before 
reading activities, where the emphasis is 
on the evaluation and activation of prior 
knowledge; (2) during reading activities, 
where the reading teacher models or 
guides students in the attainment of the 
identified goals; and (3) after reading ac- 
tivities, where additional application, 
evaluation, and transfer strategies are 
modeled (see Chapter 6, this volume). In 
the following paragraphs, each phase is 
described in the context of a lesson on 
plate tectonics. 

Before reading. In the before reading 
phase, students engage in reading and 
writing activities designed to assess and 
activate prior knowledge. An example of 
such an activity is access (Peters & 
Hayes, 1989), in which students are 
asked to supply a variety of information 
about key concepts relating to a passage 
on plate tectonics (plates and boundaries) 
and to provide information about con- 
cepts related to the process goals (e.g., 
theory and evidence). (See Figure 1.) 
Each category at the top assesses differ- 
ent but related types of knowledge. Col- 
lectively, they assess each student's 
knowledge about plate tectonics. Conse- 
quently, the activity is more than a vo- 
cabulary test of unfamiliar terms; it is an 
assessment of students' understanding of 
the central points of the material. 

A writing assignment also can be used 
to activate prior knowledge. Since plate 
tectonics deals with proving a scientific 
theory, students can be asked to w:*e 
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Figure 1 
Prior Knowledge Assessment 



Words 


Words that describe 
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Examples of 
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Give a definition 
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words related? 


Plates 








Plates and Boundaries 


lnmsiorm 








Transform and Plates 


ijourvaancs 








Theory 








Theory and Evidence 


Evidence 









i 



9 

:RIC 



81 



72 



Figure 2 
During Reading Activity 
Linking Evidence and Theory 

A. Claim Magnetic reversals support Plate Tectonic Theory. 
Reason 

Result 
Result 
Result 

1. Molten rocks cool and harden with magnetic fields locked. 

2. Iron particles in rocks become a permanent record. 

3. Iron particles form series of strips. 

4. Each stripe presents a different period of time. 

5. Each stripe can be dated. 

Conclusion 

B. Claim The ocean floor is spreading. 
Reason 

Reason 
Reason 
Reason 

Evidence 

1 . Older rocks farther from ridge. 

2. Plates are separating. 

3. New molten rock pushed t the surface. 

4. The age of the rock can be measured. 

Conclusion 
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about one of their theories or views 
(e.g., bojs are better at sports than girls 
or girls are more intelligent than boys) 
and to provide evidence to support their 
theory. Such activities can be the basis 
for discussion of theory and evidence. 
For example, is the statement "Girls are 
more intelligent than boys" a theory or a 
belief? What distinguishes the two, and 
why is it important to differentiate be- 
tween them? What type of evidence do 
yoa need to prove a theory? Finally, why 
is it important to know terms like theory 
and evidence before reading a selection 
on plate tectonics? 

During reading During reading, con- 
tent processing guides can be used. Their 
primary function is to juxtapose content 
with process by providing students with 
an explicit plan for how to read content 
materials (Peters & Carlsen, Peters 
& Hayes, 1989). Because the guides are 
structured to go from Jiose that provide 
assistance to those that expect students to 
operate at a higher level of independence, 
they allow a gradual progression from 
teacher control to independent student 
control. They provide procedural steps 
that allow students to better understand 
the strategies used to generate responses 
and how those strategies vary as purpo^, 
text, and task vary. 

The first during reading content proc- 
essing guide is shown in Figure 2. Its pur- 
pose is to help students understand how to 
causally link evidence to theory. Students 
are provided with an explicit plan that 
models the steps involved in this process, 
and are asked to tie together a sequence of 
reasons and results that support a claim 
made by the theory. Once students have 
placed the evidence in its proper cau^a 1 



sequence, they must formulate a conclu- 
sion about how well the evidence supports 
the theory. Keep in mind that teaching 
causal reasoning is modeled because it is 
an important part of scientific reasoning. 
The activity is designed to help students 
make this connection. 

Another example of such a during- 
reading guide is seen in Figure 3. The ac- 
tivity that focuses on evaluating theory 
about plate tectonics is designed to have 
students identify at least four claims that 
have been made to support the theory, 
find evidence from the text that supports 
the theory, identify any weaknesses asso- 
ciated with the evidence, make a judg- 
ment as to whether they believe the claim, 
and provide written justification to sup- 
port their judgments. 

This activity guides students through a 
process fundamental tc understanding 
how scientists establish support for a the- 
ory. Thus, it provides a balance between 
content and process that is fundamental 
to an interactive model of reading. 

After reading This balance is further 
exemplified in three types of after read- 
ing activities. The first activity is de- 
signed to help students synthesize 
important ideas presented in the selec- 
tion; the second asks students to evaluate 
the utility of the guide and make modifi- 
cations to correct any of its inadequa- 
cies; and the third asks students to 
transfer strategies to a new learning situ- 
ation. An example of an after reading ac- 
tivity is seen in Figure 4. Students are 
able to analyze two illustrations from the 
text after comprehending the plate tec- 
tonics theory in the during leading 
phases. They then interpret the illustra- 
tions, determine how they are similar 

83 

t Knowledge in Reading: Creating a New Framework 




Theory 



Figure 3 

During Reading Activity 
Evaluating Theory 

At one time a supercontinent existed; but because the land was divided into plates, it began to move. As the plates separated, new 
continents were formed. * 



Claims made to 
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Do you believe 
the claim? 



Provide justification to 
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Figure 4 

After Reading Activity 
Evaluating Graphic Data 



Text 
illustrations 



What claim is made 
in the illustration? 



How are the illus- 
trations similar? 



How are the illus- 
trations different? 



What conclusions can be reached 
about the theory of plate tectonics? 
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and different, and reach a conclusion 
about whether the data support the the- 
ory of plate tectonics. To do so they must 
evaluate the extent to which the two illus- 
trations support the theory, combining 
reading and writing processes in a man- 
ner consistent with interactive ,-iews of 
reading. 

A second after reading activity is a 
modification of the content processing 
guides used in both the during and after 
phases of reading, in which students con- 
sider one basic question: "How useful 
are activities in helping students attain 
their purpose?" With respect to plate tec- 
tonics the question would be "How useful 
was the causal sequencing activity in 
helping you understand the theory of 
plate tectonics?" In answering this ques- 
tion, students must identify why the 
guide worked or why it was inappro- 
priate. For example, if students did not 
find the content processing guide help- 
ful, they would propose ways to correct 
it. By focusing on why they used a prac- 
tical guide and whether it was usefiil in 
attaining their goals, students con- 
sciously monitor, regulate, and modify 
their strategies. 

A third after reading activity helps 
transfer the strategies used with the plate 
tectonic materials to another earth sci- 
ence chapter. Students begin by identify- 
ing the goals for reading; then they 
identify important information in the ma- 
terial that meets their goals (e.g. , Does it 
explain a theory? Does it describe how 
an object functions?). Next, they deter- 
mine whether the material is organized 
as it was in previous selections. Finally, 
they identify strategies they would use to 
read new materials. 

sc 



The purpose is to help students iden- 
tify ways to prepare to read another 
chapter. This is important because stu- 
dents are doing more than completing a 
guide; they are thinking about the 
process used to attain their goals. They 
must identify the circumstances under 
which they would use the strategies mod- 
eled in the guides, make a judgment 
about their utility, and explain how they 
might be modified. In other words, stu- 
dents come to understand when, why, 
and how they would apply these strate- 
gies in another context. 

3. Build an Migrated strategic knowl- 
edge base by exploring topics that allow 
systematic transfer across and within the 
various disciplines of the curriculum. 
The context in which strategies are 
taught is crucial. The goal is for readers 
to use their cognitive resources in a man- 
ner that demonstrates purpose and in- 
tention (Garner, 1987). To build this into 
the reading curriculum, teachers must do 
more than merely teach skills-in-isola- 
tion or strategic knowledge. They must 
teach students to transfer strategic 
knowledge to new learning situations 
across a variety of disciplines. This 
means teaching students that as subject 
matter changes, so must strategy selec- 
tion. Therefore, a variety of topics and 
text structures must be used to show stu- 
dents how to use strategies flexibly (Chi, 
1987). 

To help illustrate that strategies are not 
generic and must be adapted as the con- 
tent area changes, consider the differ- 
ences that exist between reading a 
chapter on plate tectonics and reading 
the story To Build a Fire (London, 
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1980). While causal reasoning strategies 
are required tocomprehend both texts, 
there is a big difference between using 
causal reasoning in the context of a short 
story and using it in an earth science se- 
lection. For one thing, a s*ory has a plot 
stiucture that requires the reader to caus- 
ally link a problem, a conflict, and a res- 
olution to understand the thematic focus 
(Brooks, 1984; Leitch, 1986). it requires 
knowledge about story schemas, story 
grammars, and human actions (Mandler, 
1984; Voss & Bisanz, 1985). This liter- 
ary knowledge is different from scien- 
tific knowledge. Scientific knowledge is 
a logical and rational approach to ex- 
plaining the natural world, with the ex- 
planation based on a coordination of 
theories and evidence that provides a 
framework for the organization and 
interpretation of natural phenomena 
(Himsworth, 1086; Kuhn, Amsel, & 
O'Loughlin, 1988). 

To further illustrate the point, com- 
pare the content goals developed in the 
plate tectonics activities with the content 
gqals developed for To Build a Fire. In 
the earth science selection, the content 
goals focus on understanding theory and 
evidence in the context of plate tectonics. 
To understand To Build a Fire, readers 
must use a narrative structure to interpret 
human actions; for instance, to under- 
stand how one's feelings can prevent a 
person from making rational judgment,. 
In the plate tectonics selection, causal 
reasoning was framed by theories and 
evidence. But stories are not organized 
in this manner. As literary theorists point 
out, a story is transformed by causally 
linking the events to its plot structure 
(Segre, 1988). In science, therefore, the- 



ories and evidence are tied together by 
causal links; in literature, causal reason- 
ing transforms the plot into a story. 

Consequently, a different set of 
f -ocessing goals is necessary for To 
Build a Fire. Examples of such goals are 
understanding how character traits are 
causally linked to the thought, feelings, 
and actions, and understanding that iden- 
tifying character traits is a good strategy 
for identifying the theme of a story. Tb 
transfer a strategy like causal reasoning 
across disciplines, students need to be 
shown how to adjust and adapt strategies 
from one reading selection to another. 

Let's examine how this would be done 
in a middle school program. The transfer 
can be handled in two ways: one is 
within the same discipline and the other 
is across disciplines. Bo** occur in the 
after reading phase, when students en- 
gage in synthesizing the ideas in the se- 
lection, evaluating the effectiveness of 
the content processing gr">,s, modify- 
ing the guides if necessary, and transfer- 
ring the strategy lo a new learning 
situation. The first approach is to focus 
on transfemng strategies to new material 
in the same field (perhaps the next chap- 
ter in the same book, as was described in 
the plate tectonics after reading phase). 
In the second approach, students are 
guided through a series of questions that 
direct their attention toward the similari- 
ties and differences between how they 
approached reading the plate tectonics 
material and how they read a story. Spe- 
cifically, they would be asked: 

• How are th^ two selections orga- 
nized differently? 
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• Why are they organized differ- 
ently? 

• What do these differences suggest 
about how one reads these selec- 
tions? 

• How are the processing guides or- 
ganized differently? 

• Why are the processing guides or- 
ganized differently? 

• What do the differences suggest 
about how you read the two selec- 
tions? 

• Are the selections similar in any 
way? 

• What accounts for the similarity? 

The emphasis is on understanding the 
differences and similarities in strategy 
selection and usage so that students will 
realize that their strategy must change 
when content changes. 

This activity could be taken one step 
further by asking students to think about 
how they would ugc the story and plate 
tectonic selections to help them develop 
a plan for reading a history chapter on 
the causes of the American Civil War. 
First, before students even looked at the 
chapter, they would be asked to think 
about the historical context and circum- 
stances that influence historical events 
and to compare these with the earth sci- 
ence and story selections. Second, stu- 
dents would preview the chapter, 
developing content and process goalc 
based on what they believed to be the 
cental purposes of the chapter. Third, 
they would develop a plan for reading the 
chapter, predicting the types of knowl- 
edge and strategies they would need in 
order to comprehend the passage. They 



would need to consider whether causal 
reasoning will be the same in a historical 
context as in a scientific or literary con- 
text, whe'iier they have to modify their 
reading strategies to accommodate the 
differences imposed by domain knowl- 
edge, and whether the information in a 
historical context affects meaning. The 
htent is to get students to understand that 
there is a relationship among the content, 
the structure of the text, and the strate- 
gies used to read it. This is the essence of 
becoming a strategic reader. 

Activities like these create bridges that 
lead to an integrated knowledge base. A 
key element is traversing the terrain, not 
merely covering topics but spending time 
integrating the information through a 
combination of reading and writing ac- 
tivities that focus on topics from a vari- 
ety of perspectives. 

4. Base instruction on a holistic inter- 
pretation of materials that require stu- 
dents to synthesize information rather 
than concentrate on discrete bits of infor- 
mation. Instruction should focus on a 
more global level of learning and move 
away from activities that tend to trivial- 
ize information or that are overly ana- 
lytic in nature. The primary focus is to 
move toward a perspective similar to the 
one described in the plate tectonic activi- 
ties where major instructional decisions 
were influenced by the extent to which 
they reflected the content and process 
goals. For example, the plate tectonics 
activities tried to get students to focus on 
the central purpose by having them think 
about the major theories presented and 
the evidence associated with each. They 
did not deal with discrete components of 
the theories. The reading teacher cannot 
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assume that a particular line of question- 
ing will allow students to pull the infor- 
mation together. Instruction must be 
orchestrated carefully through a series of 
activities that have a holistic focus. 
When left to chance, most students get 
only fragmented bits of information as 
opposed to significant information. The 
rule of thumb should be that information 
should not be considered significant un- 
less it contributes to students' under- 
standing of the content and process 
goals. 

5. Provide explicit instruction that 
identifies the essential steps necessary 
for completion. Teachers cannot assume 
that traditional question asking and dis- 
cussion help students understand com- 
plex mental operations. As the during 
and after reading activities on plate tec- 
tonics illustrate teachers must guide stu- 
dents through the steps that 
accomplished readers go through when 
answering certain questions. Guiding 
students is an extremely important part 
of showing students how to transfer strat- 
egies to other content areas. In the past, 
reading teachers assumed that if students 
completed skills worksheets they would 
be good readers. Current research^ how- 
ever, demonstrates that diiect, explicit 
instruction is essential if students are to 
improve comprehension performance. 

Summary 

Reading has undergone a significant 
transformation, moving away from a 
static, isolated skill? orientation to an in- 
teractive orientation. Consistent with this 
changing perspective, middle school 
reading programs must shift from being 
extensions of the language arts/English 

Com 



program to focusing on learning across 
the curriculum, with equal emphasis on 
domain knowledge and strategies. This 
chapter provides a rationale for achiev- 
ing a balance between content and strate- 
gies. Subsequent chapters suggest that 
the conceptual frame for middle schoc. 
reading also should include balanc \ 
consideration of cognition, metacogni- 
tion, and affective dimensions of read- 
ing, and attention to writing as well as 
reading. 
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MORE THAN TWO DEC- a 
ades of research has shown b&> | 
that reading is a complex " 
process involving much more than mas- 
tery and application of isolated skills. 
Expert readers are metacognitive, that 
is, they are aware of and in control of the 
. ognitive reasoning processes associated 
with constructing meaning from text. 
This chapter focuses on the cognitive 
reasoning processes associated with ef- 
fective reading and provides a general 
plan for organizing a middle school 
reading curriculum that allows students 
to learn how to be in metacognitive con- 
trol of their reading while maintaining an 
emphasis on content, as specified in the 
previous chapter. 

Background 

Today, we know more than ever before 
about the reading process. In this sec- 
tion, traditional and current views of 
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% reading are contrasted to il- 

lustrate how much has been 
J learned about reading in 

the past 20 years. 

Traditional Views of Reading 

Traditionally, reading has been de- 
scribed as a linear, procedural, routin- 
ized activity. Expert readers have been 
viewed as those who can master a dis- 
crete set of competencies or skills and, 
with little effort, automatically apply 
them when reading. 

Traditional views of reading assume 
that skills to be mastered range from the 
smallest to the largest components of 
reading. For example, to become effi- 
cient readers, students must first learn 
the alphabet letters and their associated 
sounds, followed by learning how to 
blend sounds into syllables, words, 
phiases, and sentences. "Rear reading 
results from the mastery of these sep- 
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arate parts. Consequently, the typical 
reading curriculum has focused on iso- 
lated reading skills, such as letter/sound 
associations, structural analysis skills, 
and a series of comprehension skills. As 
a result, reading instruction emphasis 
has been on skill-and-drill practice- 
such as worksheets— geared toward 
helping students master skills. Little 
emphasis has been placed on the cogni- 
tive reasoning processes associated with 
constructing meaning from written text. 

Current Views of Reading 

In the past 20 years, research on the 
strategic nature of reading and research 
on metacognition have established that 
real reading does not occur in a linear, 
routinized fashion, and involves much 
more than the application of isolated 
skills. Instead, expert readers engage 
in constructive thinking; they begin by 
constructing an interpretation of written 
text (Paris, Lipson, & Wixson, 1983; 
Pressley etal., 1985). 

Current views of reading reflect that 
expert readers are aware of and in con- 
trol of cognitive reading processes. As in 
Chapter 5 (this volume), a before, dur- 
ing, and after reading structure can be 
used when analyzing the reasoning proc- 
esses used by readers. For example, be- 
fore reading, expert readers consciously 
engage in strategic reasoning when they 
access appropriate background knowl- 
edge to make initial predictions about the 
text meaning. During reading they con- 
sciously construct meaning by combin- 
ing prior knowledge with new text 
information, monitoring comprehension 
and modifying initial predictions when 
necessary. When an obstacle to compre- 



hension (e.g., an unknown word) is en- 
countered, expert readers solve the 
problem by consciously selecting and 
applying "fix it" strategies to "repair" 
comprehension blockages. After read- 
ing, expert readers reason about the sig- 
nificance of what was read and about 
conclusions to draw and judgments to 
make about the content. In short, expert 
readers are metacognitivc (Baker & 
Brown, 1984; Barr et al., 1987; Flavell, 
1981). 

Consider the following example. Sup- 
pose two middle school students, one 
who is in metacognitive control of her 
reading and another who is not, are as- 
signed to read a short story in their liter- 
ature book. The student who is not in 
metacognitive control of her reading ap- 
proaches the text in a nonstrategic, me- 
chanical manner. For example, she sets 
'getting done" as her goal for reading 
and immediately begins reading with lit- 
tle thought given to what the story is 
about. During reading she pays too 
much attention to each word encoun- 
tered, ignoring the overall message. She 
makes little effort to systematically mon- 
itor comprehension, and on several occa- 
sions she skips over difficult words she 
cannot pronounce and continues on with- 
out returning to figure out the unknown 
words. Frequently, she becomes con- 
fused, but she keeps on reading because 
the goal is to get done. At the end of the 
story, she closes her book, breathes a 
huge sigh of relief, and mutters some- 
thing like "Well, I don't know what it 
says, but I got it done." 

In contrast, the student who is in meta- 
cognitive control of her reading ap- 
proaches the text in a strategic manner. 



irrmann 



92 



83 




Expert readers approach text with the goal of constructing meaning rather than "getting 
done" 



For example, her goal is to construct 
meanirg from the text. Before reading, 
she surveys the text to get a general idea 
of information contained in ;ach subsec- 
tion. At the same t'me, she thinks about 
what she knows ab - at the topic and uses 
that knowledge, as well as headings, 
subheadings, and graphic aids, to make 
initial predictions about the text mean- 
ing. During reading she consciously 
evaluates how closely the text informa- 
tion matches her initial predictions by 
combining her prior knowledge with 
new text information. When an unknown 
word disrupts the meaning-getting proc- 
ess, she slows down and uses fix-it strat- 
egies to figure out how to pronounce the 
word. Whenever the author's message 
does no* match her initial predictions, 
she stops to modify or change the predic- 
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tion. After reading, she reasons about 
the significance of the text information 
by drawing conclusions about the au- 
thor's message. 

Unfortunately, many middle school 
students do not learn how to be in meta- 
cognitive control of their reading be- 
cause their instruction focuses primarily 
on isolated reading skills. For example, 
many students enrolled in developmental 
reading classes spend much of their time 
completing workbook pages designed to 
help them master individual skills. For 
the most part, the teacher plays an inci- 
dental role, ensuring completion of as- 
signments. Little or no instructional time 
is devoted to helping students become 
aware of and assume control of the rea- 
soning processes that could help them 
read more effectively. 

93 

live and Metacognitive Goals in Reading and Writing 



84 



Summary 

Reading is no longer thought of as a 
linear activity requiring the mindless ap- 
plication of a set of isolated skills. Today, 
reading is defined as purposeful con- 
struction of an interpretation of written 
text. 

Despite our changing views of reading 
and recent research findings, there have 
been few changes in reading instruction 
practice (Allington, this volume; Press- 
ley et al., 1989). For example, in many 
middle school developmental reading 
classrooms, little or no emphasis is 
placed on cognitive or metacognitive 
reasoning processes. If students are to 
learn how to be in metacognitive control 
of their reading, instruction must focus 
more on cognitive reasoning processes 
while also striking the balance between 
process and content that Peters describes 
(Chapter 5, this volume). Such instruc- 
tion must be well grounded in a reading 
curriculum that emphasizes cognitive 
and metacognitive aspects of reading. 

Cognitive and Mete-cognitive 
Elements of Reading 

A reading curriculum that focuses on 
cognitive and metacognitive aspects of 
reading helps students understand the 
reading process and control cognitive 
reasoning processes associated with ef- 
fective reading and studying. These as- 
pects of the reading curriculum are 
described in the following sections. 

Reading 

Understanding the reading process. A 
portion of the middle school reading cur- 
riculum should focus on helping students 
understand how the reading process 
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works. First, students must understand 
that the basic function of reading is com- 
munication and that effective reading is a 
meaning-getting, sense-making, prob- 
lem-solving process requiring effort, en- 
thusiasm, perseverance, thinking, and 
strategic reasoning. Such conceptual un- 
derstandings form the basis of compre- 
hension. 

Second, students must understand the 
role of prior knowledge in effective read- 
ing, how to evaluate then prior knowl- 
edge, and the extent to which they use 
their prior knowledge when reading. For 
example, a student assigned to read a 
chapter on the United States Constitution 
must first evaluate what is known about 
the Constitution and how to use this 
knowledge when reading to better com- 
prehend the text message. 

Third, students must understand their 
general thinking ability when it comes to 
completing reading tasks. For example, 
a student assigned to read the Constitu- 
tion chapter must maintain attention on 
the reading task, plan before acting, and 
relate the task to previous reading en- 
counters about similar topics. 

Controlling the reading process. A 
major portion of the middle school read- 
ing curriculum should focus on helping 
students develop metacognitive control 
of the cognitive reasoning processes as- 
sociated with effective reading. Three 
types of cognitive reading strategies 
should be taught. 

First, before-reading strategies are 
used to activate prior knowledge, to set 
goals for reading, and to make initial 
predictions about the text meaning. For 
example, a student assigned to read a 
chapter on the United States Constitution 
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activates the appropriate background 
knowledge by thinking about what is al- 
ready known about the topic. He or she 
sets goals for what is to be learned and 
makes initial predictions about the text's 
meaning by examining the vocabulary, 
sentence structure, chapter length, sub- 
sections, graphic aids, sequence of in- 
formation, and complex associations 
embedded in the text. 

Second, during-reading strategies are 
used to construct an interpretation of the 
author's message. Two types of during- 
reading strategies can be taught. Moni- 
toring strategies are used to check the 
accuracy of previously made predictions 
and to keep track of newly acquired in- 
formation. For example, a student read- 
ing the Constitution chapter actively 
evaluates how well the text information 
matches initial predictions made about 
the author's message. If the text infor- 
mation matches the predictions, the 
author's message makes sense and the 
meaning-getting process continues. 
Newly acquired information about the 
Constitution is temporarily stored in the 
student's short term memory. Since the 
student's short term memory can hold 
only a small amount of information, new 
chunks of information are transferred by 
connecting them to existing chunks of in* 
formation stored in the student's long 
term memory. Whenever text informa- 
tion does not match initial predictions 
about the author's message, the student 
slows down and pays closer attention to 
the text information. A conscious effort 
is made to connect prior knowledge 
about the Constitution with the text in- 
formation. At this point, either the initial 
prediction is modified or a new predic- 
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tion is generated. In either case, meaning 
is restored and the meaning-getting proc- 
ess resumes. 

Fix-it strategies are used when an un- 
known word or a difficult segment of a 
sentence is encountered and the author's 
message is temporarily obscured. For 
example, suppose that when reading the 
Constitution chapter the student comes 
across the word proclamation and is un- 
able to pronounce it. A combination of 
word identification strategies is used to 
figure out how to pronounce the word. 
One type of word identification strategy 
that may be used is a context clue strat- 
egy. Using what is already known about 
the topic, the student figures out inter- 
relationships between text clues (defini- 
tions, experience clues, sentence 
structure clues, mood clues) and key 
concepts presented in the text. If such 
information is sufficient, the student 
makes a reasonable guess at the ;/ord. If, 
however, sufficient clues are not in- 
cluded in th<* text, another kind of word 
identification strategy -structural analy- 
sis-may be tried to break the unknown 
word apart by its structural units (pre- 
fixes, root word, suffixes, inflectional 
endings). While doing this, the student 
combines prior knowledge with useful 
context clues. A second guess is made at 
the word. If the structural analysis clues 
are not sufficient, the student uses a third 
type of word identification strategy — 
phonics -to identify and blend known 
letter/sound associations located at the 
beginning, middle, or end of the worcl. 

Although a reader may be able to pro- 
nounce all the words contained in the 
written text, middle school readers fre- 
quently find their reading disrupted be- 
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cause of difficult associations at the 
paragraph level (analogies, complex 
comparisons, figurative language, am- 
biguous statements, causal relations, dif- 
ficult sequence of events, anaphora). 
When this happens, several comprehen- 
sion fix-it strategies are uced to restore 
meaning. For example, suppose the stu- 
dent reading the Constitution chapter is 
convsed by an implied cause and effect 
relationship contained in the text. As 
soon as the confusion occurs, the student 
stops and pays closer attention to causal 
clues (e.g., "because") and to the interre- 
lationships between information pro- 
vided before and after the clues. Using 
what is already knov r n about the topic, 
the student makes an inference about the 
causal relationship and tests the infer- 
ence against the predictions previously 
made about the author's message. If the 
inference makes sense, the meaning- 
getting process resumes. If it does not 
make sense, the student consults a ref- 
erence source or outside authority. 

Finally, after-reading strategies are 
used to organize and restructure the au- 
thor's message and/or to make judgments 
about the author's credentials, use of 
facts, and potential bias or intention 
(propaganda), as well as the validity of 
the message. Such postreading reflection 
requires strategic reasoning about text in- 
formation relative to what is already 
known about the topic. 

In sum, teaching students how to use 
before-reading, during-reading, and af- 
ter-reading strategies helps them become 
aware of and understand the cognitive 
reasoning processes associated with ef- 
fective reading and, through this aware- 
ness and understanding, to assume 
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control of the meaning-getting process. 
Students in control of this process are 
more likely to be successful than stu- 
dents who do not know how to use these 
strategies. 

Studying 

Understanding and controlling the 
studying process. A portion of the mid- 
dle school reading curriculum should fo- 
cus on helping students study more 
effectively. Understanding the cognitive 
reasoning processes associated with ef- 
fective studying and assuming meta- 
cognitive control of these processes are 
important goals. Three study strategies 
should be taught: notetaking, locating, 
and remembering. 

First, notetaking strategies are used to 
record and organize useful notes for the 
purpose of sorting out complex informa- 
tion and/or combining material from 
several sources so the information can be 
remembered. For example, to organize 
important facts about the Constitution, 
the student in the example uses back- 
ground knowledge to identify and con- 
dense relevant information into note 
form and to organize thebe notes into a 
series of major headings with more de- 
tailed subheadings. 

Second, locating strategies are used to 
identify specific information in different 
types of books. For example, after read- 
ing the Constitution chapter, the student 
locates and verifies facts in *in encyclo- 
pedia about when and where the Consti- 
tution was written by using three reading 
rates. First, a skimming rate is used to 
obtain the gist of the author's message in 
the encyclopedia selection. After learn- 
ing that the encyclopedia selection has to 
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do with the development of the Constitu- 
tion, a scanning pace is used to find spe- 
cific information. Finally, after finding 
the section that deals with when and 
where the Constitution was developed, a 
careful reading rate is used to understand 
the information. 

Third, remembering strategies are 
used to integrate new concepts into exist- 
ing schemata. For example, to remember 
facts about the Constitution, the student 
combines background knowledge with 
new text information to construct inter- 
relationships between new and old 
concepts. 

Teaching students how to use notetak- 
ing strategies, locating strategies, and re- 
membering strategies helps students 
study more effectively because they un- 
derstand how to obtain and remember 
important information. Students who un- 
derstand and control the cognitive rea- 
soning processes associated with these 
strategies are more effective learners 
than those who do not know how to use 
these strategies. 

Summary of the Reading Curriculum 

Effective middle school reading in- 
struction puts students in metacognitive 
control of their reading. Such instruction 
is grounded in a reading curriculum that 
includes planned learning experiences 
that help students understand and control 
both the reading process and studying. In 
the next section, similar curricular ele- 
ments are described as they relate to the 
teaching of writing. 

Cognitive and Metacognitive 
Elements of Writing 

Like reading, writing i< *n active, stra- 



tegic process requiring constructive 
thinking that begins with a desire to con- 
vey a meaningful message (Flower & 
Hayes, 1981; Hayes & Flower, 1980; 
Scardamalia & Bereiter, 1986a, 1986b). 
Just as expert readers are in metacogni- 
tive control of their reading comprehen- 
sion, expert writers are in metacognitive 
control of their writing. 

A writing curriculum should empha- 
size the cognitive and metacognitive 
aspects of writing, including planned 
learning experiences that help students 
understand the writing process and 
understand and control the cognitive 
reasoning processes associated with 
effective writing. Descriptions of aspects 
of the writing process follow. 

Understanding the Writing Process 

A portion of the writing curriculum 
should focus on helping students under- 
stand how the writing process works. 
First, students must understand that the 
basic function of writing is to convey a 
message and that effective writing, like 
effective reading, is a constructive, prob- 
lem-solving process requiring effort, en- 
thusiasm, perseverance, thinking, and 
strategic reasoning ability. Second, stu- 
dents must understand the role of prior 
knowledge in effective writing and how 
to evaluate their prior knowledge when 
writing. For example, students must 
learn how to use prior knowledge to se- 
lect relevant pieces of information to in- 
clude in written text. Finally, students 
must understand their general thinking 
ability when it comes to completing writ- 
ing tasks. For example, students must 
learn how to apply • :rategic approaches 
to writing tasks, check writing perform- 
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ance, maintain attention on writing 
tasks, plan before acting, and relate 
current writing situations to previous 
writing encounters. Such conceptual 
understandings serve as a foundation for 
effective writing. 

Controlling the Writing Process 

A major portion of the middle school 
writing curriculum should focus on help 
ing students control the cognitive reason- 
ing processes associated with effective 
writing. Three types of cognitive writing 
strategies should be taught, planning, 
translating, and reviewing. 

Planning strategies are used before 
writing to activate prior knowledge 
about the topic, to identify the intended 
audience, and to set goals for writing. 
Three kinds of planning strategies are 
used. The first type is used to retrieve 
from long term memory any relevant in- 
formation about the topic. For example, 
if the students assigned to read the Con- 
stitution chapter also are assigned to 
write a summary of the chapter, they re- 
trieve from long term memory relevant 
information about the Constitution. How 
well organized and developed the re- 
trieved information is depends on how 
much knowledge students have stored in 
long term memory and how the knowl- 
edge is organized. A second strategy is 
used to identify the intended audience. 
For the student in our Constitution exam- 
ple, the intended audience is the teacher, 
who probably has a lot of background 
knowledge about the Constitution. A 
third strategy is used to set goals for 
writing. Goal -setting involves deciding 
on the best way to approach the task by 
thinking about the level of difficulty of 



the text to be written and the amount and 
form of information retrieved from long 
term memory. In the case of the student 
in our example, the goal for writing the 
summary is to organize and learn factual 
information about the Constitution. 

Translating strategies are used to 
translate meaning into a linear piece of 
written text that contains organized, 
meaningful ideas. Two types of translat- 
ing strategies are used. The first is used 
to organize important ideas about the 
topic. Ideas are organized by thinking 
about higher-order relationships among 
them. For example, the student writing 
the chapter summary interconnects ideas 
about the Constitution by creating sen- 
tences equivalent in meaning, creating 
cause and effect relationships, sequenc- 
ing information, and creating anaphoric 
relationships. A second type of strategy 
is used to manipulate all the special de- 
mands of written English to figure out 
the best way to express, in visible lan- 
guage, interconnections between impor- 
tant ideas. 

Reviewing strategies are used to de- 
termine the extent to which the written 
message makes sense. Two types of 
reviewing strategies are used. The first is 
used to determine whether goals have 
been met for writing the text. For exam- 
ple, the student in our example analyzes 
the written draft of the chapter summary 
to determine whether important facts are 
well organized. A second type of strat- 
egy is used to systematically revise the 
message and goals as a means of further 
translating the ideas contained in the 
written text. For example, if the student 
decides that some of the facts are not 
well organized, those statements are re- 
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written to better convey the message. 

Summary of the Writing Curriculum 
The middle school writing curriculum 
is similar to the reading curriculum be- 
cause it includes planned learning expe- 
riences that help students understand the 
writing process and understand the cog- 
nitive reasoning processes associated 
with effective writing. Such a curriculum 
enables teachers to put students in meta- 
cognitive control of their writing. Devel- 
oping cognitive and metacognitive 
elements of v/riting aids in developing 
the same elements of reading. In the next 
section, specific suggestions are made 
for how to teach students to be in meta- 
cognitive control of their reading. 

Metacognitive Control of Reading 
Regardless of what kind of middle 
school teacher you are, you have a re- 
sponsibility to teach your students how to 
be in metacognitive control of their read- 
ing. How much daily instructional time 
you spend on this task depends on your 
content area. 

Helping students learn how to be more 
metacognitive begins with modifying 
your curriculum to include planned ex- 
periences that emphasize cognitive and 
metacognitive aspects of reading. For ex- 
ample, if you are a developmental read- 
ing teacher, decide which skills can be 
taught as cognitive reading strategies 
(context clues, structural analysis) and 
which skills should be taught as memo- 
rized routines or procedures (letter 
sounds, sight vocabulary). If you are a 
content area teacher employing exposi- 
tory text, decide which checkup exer- 
cises, enrichment activities, grammar 
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exercises, and literature selections are 
most appropriate for helping students 
practice using newly learned reading 
strategies. 

In addition to modifying your curricu- 
lum, you will need to incorporate two 
types of instruction into your daily rou- 
tine. The first is indirect instruction that 
emphasizes activities. During indirect 
instruction, students interact with the ac- 
tivities. In contrast, direct instruction re- 
quires teacher explanations and mental 
modeling (Duffy, Roehler, & Herrmann, 
1988). During direct instruction, the 
teacher explains what is to be learned, 
why what is learned is useful, and how to 
learn it, and verbalizes cognitive reason- 
ing processes. Materials may be used, 
but the teacher plays a dominant role in 
giving information and shaping students' 
interpretations of the information. 

Both direct and indirect instruction are 
necessary for teaching students how to 
be in metacognitive control of their read- 
ing. The following sections focus on how 
to incorporate both types of instruction 
into a regular instructional routine. 

Teaching the Reading Process 

All middle school teachers can use 
both indirect and direct instruction to 
help students understand the reading 
process. First, use direct instruction to 
show students how the reading process 
works and indirect instruction to provide 
interesting reading experiences that re- 
flect the essential message-sending and 
message-getting concept of reading. For 
example, explain that reading is a com- 
plex, problem-solving process that re- 
quires effort, enthusiasm, and strategic 
reasoning, and show the students how 
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you construct an interpretation of written 
text. Then provide reading encounters 
that highlight the fact that text is pro- 
duced by a writer who has a message to 
convey and that reading involves con- 
structing an interpretation of the writer's 
message. 

Second, use indirect instruction to 
teach students how to evaluate their 
worldly knowledge. For example, create 
a risk-free environment (small group in- 
structional situations) in which students 
feel comfortable discussing the exten- 
sweness of their experiences with and 
prior knowledge about various topics, 
how well organized their knowledge is, 
and if (or how) they use their prior 
knowledge when reading. Help students 
expand their worldly knowledge by pro- 
viding a variety of hands-on experiences 
with new topics (field trips, sharing ses- 
sions, guest speakers). 

Finally, use both types of instruction to 
teach students how to evaluate their abil- 
ity to use general thinking strategies. For 
example, provide small group activities 
during which students share various as- 
pects of their general approach to read- 
ing tasks. Then explain the various 
approaches that expert readers take to 
complete reading tasks. Explain verbally 
to students the invisible thinking that oc- 
curs when one looks for strategic ap- 
proaches to reading tasks. 

Ibaching Metacognitive Control 
of Cognitive Reasoning Strategies 

Developmental reading teachers and 
English teachers should assume major 
roles in teaching students when and how 
to use the cognitive reasoning processes 
associated with effective reading. Other 
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content area teachers also must help by 
emphasizing effective reading daily and 
by spending a portion of instructional 
time weekly on helping students learn 
how to strategically read and understand 
content area materials. 

Before-reading strategies. Develop- 
mental reading teachers should use a 
modified think aloud technique to show 
students how to prepare to read text ma- 
terial. First, using a selection from a 
textbook, verbalize what you know about 
the topic to show students how to activate 
appropriate background knowledge. Sec- 
ond, talk about vocabulary, sentence 
structure, chapter length, subsections, 
graphic aids, sequence, and complex as- 
sociations embedded in the text to show 
students how to set goals for reading and 
how to make reasonable predictions 
about the author's message. Note how 
the following developmental reading 
teacher shows her students how to use 
before-reading strategies. 

Teacher: Tm going to use your civics 
book today to show you how 
to prepare to read text mate- 
rial. Some of you jump right 
into reading when you're 
given an assignment, and 
there are some things you 
should do before you read 
that will help you better un- 
derstand the author's mes- 
sage. Watch what I do to get 
ready to read the first part of 
this chapter called "Eco- 
nomics and Economic Sys- 
tems." The first section title 
is What Is Economics? I al- 
ready know that economics 
has to do with money and 
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that it's important to our 
country, so Tm guessing that 
the author is going to give 
me some general informa- 
tion about economics. There 
are five subsections here, 
though, and all of them have 
to do with an economic sys- 
tem. That makes me think 
that the author is going to fo- 
cus on specific information 
about economic systems. 



If you are a content area teacher, use a 
combination of direct and indirect in- 
struction to help students become more 
proficient at using before-reading strate- 
gies. Use direct instruction to show stu- 
dents how to use these strategies before 
reading literature selections or textbook 
materials and use indirect instruction to 
provide ample opportunities for students 
to practice using these strategies in small 
group instructional situations. 

During-reading strategies. Develop- 



Tbachers can work with students to help them develop effective reading strategies. 
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mental reading teachers also should use a 
modified think aloud technique to show 
students how to use monitoring and fix-it 
strategies. Using a selection from a text- 
book, explain to students how you moni- 
tor your comprehension when reading. 
Note how the English teacher in the 
following excerpt models the cognitive 
reasoning processes associated with 
comprehension monitoring. 
Teacher: I have your literature book 
here and Fm going to use it 
to show you how to keep 
track of your comprehension 
when you read selections 
from this book. I'll talk to 
show you what is going on in 
my mind as I read part of 
this story called "The An- 
chor Man." Tve already sur- 
veyed the story and I predict 
that it will be about a swim 
team or swim meet because 
of the pictures here. Tm go- 
ing to stop after each page 
and see if the information 
matches my prediction. (The 
teacher reads the first page 
aloud and stops.) The author 
is introducing the main char- 
acters on this first page, and 
both boys are swimmers 
who are trying out for their 
school swim team. So far, 
that matches my initial pre- 
diction so 111 read on to see 
if the author mentions any- 
thing about a swim meet. 

Developmental reading teachers 
should use three elements of direct in- 
struction to show students how to use 
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fix-it strategies when a comprehension 
breakdown occurs (Duffy et al., 1986, 
1987). First, introduce lessons by mak- 
ing explicit statements about the strategy 
to be learned, why it is important, and 
when it is useful. Note how the teacher 
in the following passage introduces a 
context clue lesson. 

Teacher: Now I'm going to teach you 
how to use a strategy for fig- 
uring out words you don't 
know how to pronounce. 
This strategy is important 
because some words are cru- 
cial to understanding the au- 
thor's message, and if you 
can't figure them out, you 
will have trouble under- 
standing. 

Second, use mental modeling to show 
students how to use the cognitive rea- 
soning processes associated with the 
strategy. Talk to make invisible mental 
processes visible, as shown in the fol- 
lowing excerpt. 

Teacher: Watch me use our context 
clue strategy. I'oi going to 
pretend that I don't know this 
word, cannonading. Watch 
what I do to figure it out. 
(Reading) He took the medi- 
cine ball from Stan, reared 
back, and sent it can. ..can 
...blank at me. My an* * 
went up, the mass of the ball 
smacked into them, and 
I went over backwards. 
Hmmm. I can't pronounce 
that word and I'm confused. 
There must be some clues 
here to help me. I know what 



rmann 



102 



93 



a medicine ball is. It's heavy 
and some people use one 
to exercise. Stan must have 
thrown it at the other boy, 
because he said it hit him in 
the arms. Let me think about 
that as I reread the sentence. 
(Reading)... sent it can 
...cannon. Hmmm. A can- 
non ball is heavy and it does 
lots of damage to things it 
hits. That's a good clue. 
(Reading)... sent it cannon 
"add" ...ing, cannon ..."aid" 
...ing. I don't know which 
way to pronounce it, but I 
think I know what it means. 
The ball was heavy and it 
was thrown hard -like a can- 
nonball is shot out of a can- 
non. Stan was lucky he 
wasn't hurt. Let's check the 
glossary now to see if I'm 
right. 

Finally, shape the information by ask- 
ing students to explain or show you how 
to use the strategy and, on the basis of 
the students' responses, provide reex- 
planation, remodeling, analogies, or 
other elaborations. Note how the teacher 
in the following lesson excerpt checks 
students' understanding of the context 
clue strategy and provides additional in- 
structional information in the form of 
reexplanation and remodeling when stu- 
dents have trouble understanding the 
strategy. 

Teacher: O.K. Someone tell me what 
I did to figure out that hard 
woid. Jerry. 

Student; You tried to sound it out. 



Teacher: Well, I did try to pronounce 
it, but I did something else. 
What did I look for in the 
story? 

Student: Clues. 

Teacher: That's right. I was looking 
for clues to help me figure 
out that word. I did some- 
thing else, too. What was it? 

Student: (no response) 

Teacher: Let me help you. After I 
found some clues in the 
story, I thought about what I 
already knew to help me fig- 
ure out what the clues had to 
do with what was going on 
in the story. Watch me use 
our strategy again. 

If you are a content area teacher, your 
primary responsibility is to provide am- 
ple opportunities for students to practice 
using .fix-it strategies in a variety of read- 
ing materials. For example, if you are an 
English teacher, help students use the 
context clue strategy as they read litera- 
ture selections and periodically ask stu- 
dents to explain how they used the 
strategy. A portion of your instructional 
time every day should be spent showing 
students how to use strategies when read- 
ing textbook and other types of exposi- 
tory materials. 

After-reading strategies. Develop- 
mental reading teachers should use direct 
explanation to show students how to re- 
flect on the author's message after read- 
ing. Note how the teacher in the 
following lesson excerpt shows students 
how to strategically reason about infor- 
mation contained in the selection by 
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drawing conclusions about the author's 
message. 

Teacher: The author has a message 
for mc in this selection. 
Watch what I do to figure out 
what it is. On almost every 
page the author incorporated 
clues into the text about how 
difficult it is being on a swim 
team. On this page it talks 
about how much time it 
takes; on this page he talks 
about how much work it is; 
and on this page he talks 
about what happens if you 
don't put this kind of time 
and work into it. That's a lot 
like some other sports I 
know about. I think what the 
author is trying to tell me 
here is that being a success- 
fill, contributing member of 
a swim team takes tota) com- 
mitment. 

If you are a content area teacher, set 
aside a portion of your instructional time 
daily to allow students to reflect on liter- 
ature and textbook selections. Provide 
assistance as necessary; allow students to 
work in pairs. 

teaching Metacognitive Control 
of Study Strategies 

Middle school teachers share responsi- 
bility for teaching students how to study 
and learn from text. Use direct instruc- 
tion to teach students when and how to 
use the study strategies described earlier, 
and use indirect instruction to provide 
ample opportunities tc ply the strate- 
gies. 



First, using real textbooks, show stu- 
dents how to identify and condense rele- 
vant information into note form and how 
to organize written notes into outline 
form. Note how the history teacher in the 
following excerpt shows students how to 
organize complex information about the 
Civil Wfcr. 

Teacher: We've been reading about the 
Civil War for a few weeks 
now, and we've found out 
that this chapter is loaded 
with details about the war 
(refers to information about 
the Civil War written on the 
chalkboard). It -'ill be hard 
for you to learn ail of this un- 
less we somehow organize 
it. Watch what I do to orga- 
nize this information. Let's 
see, what I want to do here is 
categorize all this informa- 
tion. The chapter subhead- 
ings will help me. I'll start 
with Weapons — that's an 
easy word. Guns, knives, 
cannons, and bayonets all fit 
into the weapons category, 
so Til list them under weap- 
ons. Reasons Why the War 
Was Fought is the next sub- 
heading, so Til group all the 
things that have to do with 
that topic. 

Next, use direct instruction to show 
students how to use various reading rates 
to locate information in different types of 
books. Note how the history teacher in . 
the following lesson shows students how 
to scan to find information about dis- 
eases during the Civil War. 



95 



Teacher: (Reading) What types of dis- 
eases did soldiers suffer 
from during the Civil War? 
Watch what I dc to find the 
answer to this question. I al- 
ready know that disease 
means sickness and may 
lead to death, so I'll think 
about that as I look through 
each chapter subsection to 
find relevant information 
about sickness or disease. 
I'm looking at this first sub- 
heading for major concepts 
about disease. All of this in- 
formation seems to be about 
weapons, so ni skip over the 
rest of this section. 

Last, use direct instruction to show 
students how to remember new text in- 
formation. Using a textbook, talk to 
show students how to integrate new con- 
cepts into their existing schemata about 
specific topics. Note how the history 
teacher in the following excerpt uses a 
semantic mapping technique before and 
after reading to show students how to 
sort complex material and figure out in- 
terrelationships between new and old 
concepts about the Civil War. 

Teacher: Before we read this chapter, 
let's see how much we al- 
ready know about the Civil 
War. m put Civil War right 
here in the center of the 
board. Now, tell me some 
words or concepts that you 
know have to do with the 
Civil War and m list them. 

Student: North and South. 
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Student: Slavery. 

Student: Weapons —cannons, guns, 
and bayonets. 

Teacher: OK. Good . Now, watch 
what I do to put some order 
to all of this. I already know 
that cannons, guns, and bay- 
onets are weapons, so I'll 
group them all together and 
draw a line from Civil War 
to Weapons. (Teacher con- 
tinues until several catego- 
ries have been developed.) 
Now I want you to think 
about these categories as you 
read to yourselves the first 
five pages of the chapter. 
When you finish ni ask you 
to list some more concepts 
about the Civil War. (Stu- 
dents read.) OK. Did you 
find more weapons? 

Student: Swords. 

Teacher: Good, ni include swords un- 
der our Weapons heading. 

Summary 

Helping students learn how to be in 
metacognitive control of their reading 
begins with modifying curriculum to 
make rooin for cognitive and metacogni- 
tive aspects of reading. The next step is 
to incorporate both direct and indirect in- 
struction into your teaching routine. 

Developmental reading teachers are 
primarily responsible for teaching stu- 
dents when and how to use cognitive 
reading strategies, and content area 
teachers are responsible for helping stu- 
dents apply these strategies when read- 
ing literature and content area materials. 
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All middle school teachers are responsi- 
ble for helping students understand how 
the reading process works and when and 
how to use study strategies. 

Conclusion 

Teaching middle school students how 
to be more metacognitive is a difficult 
task. You must be patient. Adapting and 
modifying your curriculum and instruc- 
tional practices takes time and is a frus- 
trating endeavor. Try not to take on too 
much at one time, and do not be afraid to 
make mistakes. Start small. Make only 
one or two small changes at a time and 
make only those changes you think you 
can realistically accomplish. Wait until 
you feel confident with those changes be- 
fore incorporating more changes. Above 
all, tmst your own judgment and intui- 
tion as a teacher and try to resist the urge 
to start all over. Before long, you'll begin 
to notice your students trying to imple- 
ment strategic thinking. When that hap- 
pens, you will know you are on your way 
to helping your students become more 
metacognitive. 
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AS SEEN IN THE PRE- 
vious chapter, educators 
have at their disposal a va- 
riety of strategies for improving the cog- 
nitive and metacognitive processes re- 
lated to reading and writing. By contrast, 
relatively little information is available 
on the affective domain of reading and 
writing, which is concerned with emo- 
tional feeling and activity (Harris & 
Hodges, 1981). Yet affect energizes the 
cognitive domain (Athey, 1985) and 
plays a major role in the development of 
middle school readers and writers. 

How to develop positive feelings to- 
ward reading and writing is the focus of 
this chapter. Specifically, four affective 
dimensions— motivation, attitudes, inter- 
ests, and values— will be examined by 
drawing upon research and the implica- 
tions of that research for reading and 
writing. According to Tonjes and Zintz 
(1987, p. 50), "Promoting the affective 
dimensions of motivation, attitudes, in- 
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terests, and values of tran- 
sescen!.,,, students is crucial 
for content teachers if rele- 
vant learning is to take place." 

Before discussing the affective dimen- 
sions of literacy in detail, a brief discus- 
sion of the emotional development of 
early adolescents, or transescents, and 
the differences between learning and 
performance goals is necessary. It is dif- 
ficult for a teacher to plan effective activ- 
ities for transescents without considering 
how students' emotional development 
might affect the outcome of these activi- 
ties. As noted in Chapter 2 (this vol- 
ume), the emotional problems of 
students in thib age group frequently 
override any interests students might 
have in their school work. 

Emotional Development 
of TYansescents 

Transescence, especially the emo- 
tional development that occurs during 
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this early adolescent period, is one of the 
least studied areas of human develop- 
ment. Research into the emotional devel- 
opment of transescents has found that 
many of the widely held notions about 
this age group are untrue (George & 
Lawrence, 1982). 

First, the idea that most transescents 
go through a period of tremendous emo- 
tional pressure is not quite true. Many 
transescents are faced with emotional 
problems, but severe emotional trauma is 
a reality for only a small percentage of 
students (Lipsitz, 1977). 

Second, the belief that peer groups are 
formed from strong emotional bonds is 
not really true of transescent friendships. 
Peer groups do exert a tremendous 
amount of power at this age. but friend- 
ships within the peer groups are not as 
strong as was once believed (Gallatin, 
1975). As a result, membership in par- 
ticular peer groups changes frequently, 
often for superficial reasons. 

Third, advertising notwithstanding, 
there is no stereotypical transescent. Stu- 
dents in this age group are individuals 
with their own interests, problems, and 
ways of coping with their problems. 

Fourth, the idea has been refuted that 
transescents turn away from adults to 
turn toward one another. Elkind (1967) 
explains that it is more likely that 
transescents, being egocentric, turn 
away from adults believing that adults 
are aware of and critical of their every 
move. 

However, certain notions of the emo- 
tional development of the middle school 
student hold true. They include a need 
for peer recognition, a need for minimiz 
ing the gap between transescents* ideal- 



ized selves and their actual performance, 
and a need to channel emotional energies 
into creative activities to fulfill self- 
assertion and self-concept. 

For example, transescents need to be 
accepted by their peers and at the same 
time recognized as individuals with 
unique qualities and abilities. This dual 
need might be satisfied in reading by 
providing opportunities for students to 
discuss their assignments in small groups 
of their own choosing before engaging in 
large group discussion. In writing, stu- 
dents might be given individual responsi- 
bilities within a group project, such as 
editing a class newspaper. Various edi- 
tors would have individual responsibili- 
ties, but the success of the newspaper 
would depend on all students effectively 
doing their jobs. 

It is important for early adolescents to 
work toward realistic goals that are also 
challenging. In terms of reading, low 
ability students should participate in 
higher level as well as lower level read- 
ing activities. Failure to teach the neces- 
sary higher leve! reading skills to low 
ability students may account for much of 
the achievement deficit among less able 
readers (Brown, Palincsar, & Purcell, 
1984). In terms of writing, students need 
to write for a variety of audiences and 
purposes. One example could be writing 
scripts for plays, a challenging task that 
is also appropriate for students' interests 
and abilities. 

Finally, transescents must be given op- 
portunities to channel their emotions into 
creative activities and yet feel secure by 
doing routine tasks. In reading, this bal- 
ance can be achieved if opportunities for 
reading new and challenging information 
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are prefaced by activities that help stu- 
dents relate what they are about to learn 
to what they already know. Journal writ- 
ing, where writers serve as their own 
audience, is an example of a creative ac- 
tivity couched within a familiar routine. 

Implications for Teaching 
Reading and Writing 

George and Lawrence (1982) summa- 
rized general criteria for teachers based 
on the emotional needs of transescents. 
Three of the criteria are presented here 
with specific examples of their implica- 
tions for teaching literacy. 

1. Providing opportunities for peer 
recognition is essential at the middle 
school level. Such opportunities shculd 
be provided in cooperative, rather than 
competitive, learning situations. For ex- 
ample, transescents need opportunities 
to discuss ideas they have learned 
through botl* leisure and school related 
reading. Building a safe environment for 
discussing these ideas can lead to posi- 
tive recognition among peers. A safe en- 
vironment for sharing also can be 
provided by having transescents write on 
self-selected topics for a peer audience. 

2. Setting realistic goals is essential 
to minimize the chances of gaps occur- 
ring between transescents' idealized 
selves and their actual performance. For 
example, transescents need to under- 
stand that full comprehension may re- 
quire several readings and that good 
writing may require several re- 
visions. 

3. Channeling emotional energies 
into creative activities is especially im- 
portant. Such activities fulfill the self-as- 
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sertion and self-concept needs of 
transescents. For example, creative read- 
ers develop strong self-concepts as a 
result of being able to challenge ideas for 
the purpose of improving them. Simi- 
larly, creative writers are capable of de- 
veloping logical arguments for the 
purpose of persuading others, and feel 
empowered as a result. 

Learning Goals versus 
Performance Goals 

Given the emotional makeup of 
transescents, it is important that teachers 
strike a balance between two broad cate- 
gories of goals. One category, Learning 
Goals, is concerned with learning for the 
sake of learning. Students whose goals 
fall into this category want to undersold 
and increase their competence in master- 
ing new information or completing new 
tasks. A second category, Performance 
Goals, is concerned with normative be- 
havior. Student activity in this category 
is concerned more with gaining favor- 
able judgments (and avoiding unfavor- 
able judgments) of significant others 
than it is with learning for learning's sake 
(Dweck, 1986). Nolen (1987) favors in- 
struction that is learning-oriented be- 
cause it energizes rather than debilitates. 
It fosters learning as a positive end in it- 
self and deemphasizes the competition 
and social comparison associated with 
learning that is performance-goal-ori- 
ented. 

Advocating one type of instruction 
over another does not dismiss the fact 
that both learning-goal and performance- 
goal activities can be found in most 
schools. Middle school teachers need to 
strike a balance between the two types of 
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activities. Additionally, helping students 
attritx" * their successes and failures to 
effort *ther than ability encourages 
them to persist in the face of challenging 
tasks. Focusing on achievement through 
effort is especially important, given the 
crucial need transescents have for peer 
recognition and acceptance and their 
sensitivity to criticism from adults. 

Affective Dimensions 

Students' affective responses toward 
reading and writing are contingent on 
their emotional development. Thus, in 
this section the four affective dimen- 
sions-motivation, attitudes, interest, 
and values-are discussed in relation to 
the emotional development of transes- 
cents. Throughout the discussion of 
these affective dimensions, it will be 
pointed out how teacners can maintain a 
balance between learning goals and per- 
formance goals as they teach reading and 
writing. 

Motivation 

Research. How do you get students to 
focus more on effort and less on ability? 
How do you influence them to make 
challenging and engaging choices, to de- 
velop an orientation toward learning 
goals rather than performance goals? 
These questions (Ames, 1987) form the 
core of the affective dimension generally 
referred to as motivation. Although "the 
literature on motivation has expanded 
dramatically during the past decade" 
(Cohen, 1986, p. 23), little of it focuses 
specifically on developing positive feel- 
ings toward reading and writing. 

One exception in the area of reading is 
a survey study by Heathington (1979) 
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that involved a sample of 254 students in 
grades 5 through 8, drawn from a popu- 
lation with a broad range of achievement 
levels, socioeconomic backgrounds, and 
geographic locations. Heathington con- 
cluded that the reading problems of this 
age group weie clearly reflected in their 
responses to her questions. Briefly, the 
transescents in Heathington's study com- 
plained that they did not have enough 
time for reading, they had too many in- 
terruptions when they did read, there 
were not enough books on topics they 
wanted to read about, and (for some) 
they were not able to read well enough to 
enjoy reading. Hence, limitations in 
time, choices, and reading ability may 
affect students' motivation to read. 

Research on writing indicates that one 
way to motivate middle school students 
to write is to allov them to write on top- 
ics they select, topics of personal interest 
(Fear et al., 1987). This study involved 
two upper elementary grade teachers 
who had different strategies for assign- 
ing writing topics to their students. The 
first teacher assigned topics related to the 
social studies or science content the stu- 
dents were studying. The second teacher 
allowed students to select topics from a 
list that each one had generated at the be- 
ginning of the year. The list contained 
ideas of things students would like to tell 
people about. 

In interviews conducted by the experi- 
menters, students in the first teacher's 
class generated significantly fewer ideas 
to write about than did the students in the 
second teacher's class. And students in 
the first class reported that they relied 
mainly on their teacher for writing top- 
ics. When students did have a choice, the 
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topics they selected were school-related. 
On the other hand, students in the second 
teachetfs class reported that frequently 
they relied on their own experiences for 
their writing and not on school-related 
topics. Not surprisingly, a positive rela- 
tionship was found between how topics 
were selected and productivity. Students 
in the second teacher's class seemed 
more motivated; they generated signifi- 
cantly more ideas on three measures of 
productivity than did students in the first 
teacher's class. 

Implications for reading instruction. 
Based on the Heath ington study, moti- 
vating students to read is associated with 
one or more of these elements of instruc- 
tion: (1) providing students with suffic- 
ient time io read during the school day, 
(2) limiting the number of interruptions 
during reading, (3) gatherii, • a variety of 
reading materials that appeal to transes- 
cents, and (4) assessing each student's 
abilities for the purpose of providing in- 
struction to help the student improve as a 
reader. 

Providing students with sufficient time 
to read during the school day delivers a 
strong message to transescents- namely, 
that reading is important and deserves a 
place of prominence in their daily lives. 
A more subtle message is that reading is 
not a subject per se, but a tool to help 
students understand and enjoy a wide 
number of subjects. Setting aside as few 
as 5 minutes at the beginning or end of 
each class period for students to read 
from materials of their own choosing 
would amount to approximately 30 min- 
utes of free reading per day. While not 
ideal in terms of allowing students to be- 
come absorbed in their reading, those 5 



minutes would at least create the expecta- 
tion that reading is something to be done 
for enjoyment, relaxation, and a break 
from schoolwork. 

Limiting the number of interruptions 
during free reading at school presents a 
challenge. An Uninterrupted Sustained 
Silent Reading (ussr) period would be an 
alternative to the 5 minute snippets of 
free reading, ussr (Hunt, 1970) ensures 
that students can count on a special time 
set aside for free reading on a specified 
number of days each week. Besides be- 
ing motivational, free reading has been 
shown to correlate with gains in reading 
achievement (Fielding, Wilson, & 
Anderson, 1986). 

Gathering reading materials that ap- 
peal to transescents takes the cooperation 
of teachers, librarians, and the students 
themselves. Teachers face the additional 
task of "organizing a curriculum that will 
help students learn necessary skills, con- 
cepts, and ideas while they are reading 
books based on their individual needs, 
interests, and abilities" (Reed, 1985, p. 
196). One simple way of coordinating 
these tasks is to use related readings, a 
strategy that encourages students to read 
a variety of materials (newspapers, biog- 
raphies, teen magazines, book reviews, 
plays) on the same topic. Comparing the 
information learned from these varied 
sources can lead to improved concept de- 
velopment as well as to the growth of 
fundamental reading skills associated 
with content area reading instruction 
(Wiesendanger, 1986). 

Finally, assessing students' reading 
abilities with appropriate follow-up in- 
struction can be a motivating factor if 
students feel that their expanding skills 
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enable them to enjoy reading more. 
Vocabulary development, rate adjust- 
ment, and cooperative learning methods 
are three areas of follow-up instruction 
that benefit students in middle school 
(Heathington, 1979; Slavin, 1984). 

Implications for writing instruction. 
Four of the easiest and most effective 
ways to motivate transescents to write 
are (1) have students write about their 
own experiences, (2) provide new expe- 
riences, (3) use literature as a starting 
point, and (4) use a variety of media 
(Fisher & Terry, 1982; Pfennings, 1982). 
If properly structured, all of these activi- 
ties also promote learning over perform- 
ance. 

Because transescents have a need for 
success, what better way for them to be 
successful writers than to write about 
what they know best-their own experi- 
ences? Transescents have many experi- 
ences to write about, and they should be 
encouraged to use their senses in de- 
scribing their experiences. Revision can 
be incorporated as a positive aspect of 
the writing process by having students 
revise their writing as their experiences 
change. 

Transescents have a need for novel 
and challenging activities. Teachers can 
fill this need by providing exciting expe- 
riences for students to write about. A 
field trip, a science lair, or an interview 
with a local celebrity can serve as the ba- 
sis for writing. A creative teacher can 
turn an ordinary activity into a novel 
writing project by providing the right 
stimulus for writing activities. 

Good literature allows readers to iden- 
tify with others like themselves. It also 
exposes students to people and places far 




Teachers can work with students to instill 
an interest in writing. 



removed from their own lives. Writing 
activities can revolve around literature 
the students choose themselves or litera- 
ture the teacher reads to the students as a 
group. 

Teenagers are quite knowledgeable 
about music, movies, and television. 
Teachers can capitalize on students' 
knowledge in these areas and use a vari- 
ety of media to motivate them to write. 
For example, students might write about 
their favorite rock or movie stars, about a 
concert they recently attended, or even 
about thtir feelings as they listened to a 
Mozart recording. They might also de- 
sign a television commercial for a popu- 
lar product. Such writing activities can 
be used to develop a sense of the skills 
needed for communicating about what is 
relevant in young people's lives. 
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Attitudes 

Research. A concern over the pres- 
ence or absence of favorable attitudes to- 
ward reading and writing is probably the 
most written about dimension in the af- 
fective domain of the literature on liter- 
acy. Attitude is thought to influence 
students* comprehension of reading ma- 
terials (Mathewson, 1985), as well as 
predict their love of reading. 

Since reading is the basis of most other 
school subjects, it seems logical to suppose 
that when the child finds reading a pleasur- 
able experience, positive attitudes toward 
reading will rapidly become generalized to 
most other subjects. The expanding interest 
in other subjects should, in turn, lead to a 
deeper love of reading as a primary source 
of information and enjoyment (A they, 
1985, p. 542). 

Middle school students* attitudes to- 
ward reading seem largely unaffected by 
either low achievement level or low so- 
cioeconomic level. For instance, the 
results of administering Estes* (1971) 
Reading Attitude Scale to 400 lower so- 
cioeconomic, low-achieving sixth grad- 
ers showed that these students were 
highly positive toward reading (Dwyer & 
Joy, 1980). 

Recent research in the area of writing 
indicates that students* attitudes toward 
writing are influenced by the frequency, 
amount, and type of writing assignments 
used in the classroom (Daly, Vangelisti, 
& Witte, 1988). Once formed, these 
writing attitudes affect students* choices 
of majors in college (Daly & Miller, 
1975), writing performance (Selfe, 
1985), and teachers* perceptions of stu- 
dents* writing ability (Daly, 1979). In ad- 
dition, students* attitudes toward writing 
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are related to their satisfaction and inter- 
est in writing and to their feelings about 
their writing improvement (Jeroski & 
Conry, 1981). Research also shows that 
students with poor attitudes toward writ- 
ing have low opinions of their writing 
ability (Selfe, 1985). Of primary impor- 
tance to teachers is a finding from the 
National Assessment of Educational 
Progress (Applebee, Langer, & Mullis, 
1986) that indicates that students* atti- 
tudes toward writing deteriorate from 
grades 4 through 11. 

Implications For reading instruction. 
Teachers can control four factors that 
have bearing on students* attitudes to- 
ward reading: (1) curriculum factors, (2) 
classroom setting, (3) student percep- 
tions, and (4) teacher characteristics 
(Vaughan & Estes, 1986), Although dis- 
cussed separately, all of these factors are 
interrelated and influence school learn- 
ing in general. 

According to Vaughan and Estes, how 
the curriculum is taught is as important 
to positive attitude development as what 
is taught. For example, transescents need 
to feel free to express their thoughts, for 
only then will they be stimulated to think 
critically and creatively. Because choices 
in curriculum materials also influence 
students* attitudes, a variety of texts and 
other sources of print should be readily 
available in the classroom. Paperbacks 
are especially effective and are less in- 
timidating than hardbound textbooks or 
novels. Finally, it is essential that stu- 
dents understand the purpose of their 
reading assignment and receive sug- 
gestions for efficiently completing the 
assignments. 

Classroom setting also plays a part in 
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developing positive attitudes. Desks and 
other furniture need to be arranged in a 
manner that encourages peer interaction 
yet provides space for students to work 
alone with minimal distraction. Vaughan 
and Estes (1986, p. 243) humorously 
note, "Straight rows of desks are good 
for two things: listening to lectures and 
sweeping between." They also point out 
that classroom setting is not denned by 
physical surroundings alone. Atmo- 
sphere plays a significant role in attitude 
development. Holding classroom inter- 
ruptions to a minimum does more than 
soothe the teachers nerves; it also sug- 
gests to the students that what they are 
doing is Important. 

Student perceptions have a direct 
bearing on the development of positive 
attitudes about reading. We all enjoy do- 
ing the things we know well, as reflected 
in the old adage, "Nothing succeeds like 
success." Dulin (1978, p. 112), however, 
suggests changing that adage to w 'Noth- 
ing succeeds like perceived success,* that 
is, results perceived by the learner as 
well as the teacher." What this means to 
the teacher, according to Dulin, is that it 
is important to provide daily opportuni- 
ties in which success in reading is obvi- 
ous to students. When students perceive 
themselves to be successful, they tend to 
have better attitudes. 

Not surprisingly, teacher characteris- 
tics have a bearing on the attitudes stu- 
dents develop toward reading. When 
students are asked to name their favorite 
subject and their favorite teacher, the two 
are frequently the same. According to 
Vaughan and Estes (1986), the teacher is 
the most potent force in the classroom in 
terms of affecting students' attitudes to- 



ward reading. Teacher enthusiasm for 
the subject matter, fair grading and disci- 
pline practices, realistic expectations, 
and an appropriate amount of attention to 
detail are but a few of the characteristics 
that cause students to judge a teacher as 
good and reading as enjoyable whatever 
the content area. 

Implications for writing instruction. 
Because the classroom is a place where 
many students develop their attitudes to- 
ward writing, the teacher is an important 
factor. In order to have an effective writ- 
ing program that helps transescents de- 
velop positive attitudes toward writing, 
teachers need to (1) create a positive en- 
vironment for writing, (2) ensure that 
writing tasks are purposeful, and (3) pro- 
vide some situations in which writing is 
not evaluated. 

A positive environment for writing in- 
volves a free and nonthreatening atmo- 
sphere in which students have time to 
proceed at their own pace through the 
steps of the writing process (Hayes & 
Flower, 1980; Norton, 1985). Pbsitive 
writing environments for transescents 
are characterized as providing room for 
individual choices and opportunities for 
sharing what is written. Because stu- 
dents at this age level are learning to 
make choices and to assume responsibil- 
ity for those choices, the writing envi- 
ronment must provide a variety of 
instructional activities. These activities 
might include choices in topics, form, 
purpose, and audience. Finally, because 
transescents have a need for recognition 
and acceptance among their peers, they 
should have opportunities to share their 
writing with classmates. This can be 
done through school newspapers, bulle- 
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tin boards, oral reading, and learning 
logs. 

One of the challenging tasks teachers 
face when designing writing activities is 
making certain the activities are purpose- 
ful. Purposeful writing activities are char- 
acterized as having a "normal sense of an 
audience and of communicative intent" 
(Scardamalia & Bereiter, 1986, p. 794). 
Unfortunately, much of the writing done in 
classrooms is not purposeful writing, but 
writing that involves filling in worksheets, 
taking tests, and other such activities (Ap- 
plebee, 1981). Granted, the number of 
purposeful reasons for classroom writing 
tasks is limited. But in order to help stu- 
dents develop positive attitudes toward 
writing, teachers need to integrate writing 
throughout all content area subjects. By 
writing purposefully in science, social 
studies, mathematics, and language arts, 
students come to understand that writing is 
an important and useful tool, not just a 
skill practiced during writing class. 

When students feel they are writing in 
a highly evaluative situation (writing a 
pass or fail composition as opposed to 
writing in a journal that no one will 
read), their level of anxiety increases 
(Daly & Hailey, 1984). Writing anxiety 
affects students' attitudes toward writing 
and is related to lower writing perform- 
ance (Daly & Miller, 1975). This is not 
to say that teachers should never evaluate 
their students' writing. But, as discussed 
earlier, transescents need a balance be- 
tween novel, challenging activities and 
safe, comfortable activities. Therefore, 
students should have opportunities to 
write material that will not be evaluated 
as well as material that will. In situations 
where writing is evaluated, teachers 
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should make positive comments about 
some aspect of the writing. By doing this 
as often as possible, teachers will assure 
students that writing can be a method of 
learning and not just a means of demon- 
strating performance. (See Chapter 9, 
this volume, for additional suggestions 
on evaluating writing.) 

Interests 

Research. Much has been written on 
the importance of interests as an affective 
dimension of literacy. Research has es- 
tablished that reading involves not so 
much what we do with our eyes as how 
interested we are in what we are reading. 
It has been shown that low-achieving 
seventh grade students are able to com- 
prehend far beyond their frustrational 
reading level when the material is inter- 
esting to them (Belloni & Jongsma, 
1978). It also has been shown that "inter- 
esting" is the single largest categorical 
response that middle school students 
give to books they have read (Carter & 
Harris, 1982). Although transescents 
vary widely in their reading interests, 
they tend to be consistently interested in 
paperbacks rather than hardbacks, in 
books recommended by their peers 
rather than by their teachers, and in the 
content on the first page rather than the 
print size and number of illustrations 
(Wendelin & Zinck, 1983). The research 
is mixed on the importance of gender 
preferences, but it is quite clear that mid- 
dle school students prefer stories in 
which the characters overcome their 
problems rather than succumb to them 
(Beyard-Tyler & Sullivan, 1980; John- 
son & Greenbaum, 1982). 

As mentioned previously, students are 
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interested in writing about topics in 
which they have a personal interest. But 
what else are they interested in writing 
about? What types of writing activities 
do they engage in on their own? The 
naep (Applebee, Langer, & Mullis, 
1986) conducted a survey to answer 
these questions. The survey asked the 
students about the types of writing they 
do for personal/social reasons and for 
functional reasons. The eighth graders 
who were surveyed reported that the type 
of personal/sociai writing they did most 
was writing notes and messages; the per- 
sonal/social writing they did least was 
writing stories or poems. The type of 
functional writing they did most was 
making lists; the functional writing they 
did least was writing for school newspa- 
pers, yearbooks, or magazines. Of par- 
ticular interest to teachers is the 
additional finding that the amount of 
time students spent in writing stories and 
poetry for pleasure decreased between 
grades 4 and 8. Unfortunately, these 
findings indicate that students are not us- 
ing writing as a learning tool. 

Implications for reading instruction. 
Science and social studies texts at the 
middle school level often contain com- 
plex concepts that are difficult to com- 
prehend and of little interest to students. 
One way of dealing with this problem 
and of generating interest in the subject 
matter is to incorporate outside reading 
using a technique called "Read a Book in 
an Hour" (Smith, 1979). In using this 
technique, a science teacher might as- 
sign different students different chapters 
(or parts of chapters) from a science fic- 
tion paperback. The students would then 
have the remainder of the class period to 
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read and discuss their portions of the 
book as they related to the concepts pre- 
sented in their science textbooks. Some 
postreading questions might be "Are the 
events in the sci-fi book possible?" "Why 
or why not?" "How does the textbook 
support or refute your thinki.ig?" 

Other ways to increase the appeal of 
textbooks include elaborating on the 
main themes of the text (Hidi & Baird, 
1 986) and introducing speculative 
thought as in the Options Guide (Bean et 
al., 1986). To help reluctant readers de- 
velop an imeicst in leisure reading, it 
pays to use peer-endorsed stories with 
action that begins on page 1, have a 
small cast of characters, and use dia- 
logue to carry the action (Beckman, 
1984). Also receiving a high recommen- 
dation are genres that have positive solu- 
tions and endings, such as most 
mysteries and adventures (Summers & 
Lukasevich, 1983). These genres are fa- 
miliar to students and can serve as 
bridges to new genres. Bridging from the 
old and familiar to the new and 
unfamiliar provides the balance transes- 
cents need in their lives. 

Implications for writing instruction. 
As the research discussed indicates, 
many students are not engaged in sub- 
stantive writing tasks on their own. One 
could argue that students do not write 
much on their own because they lack in- 
terest in writing or because they have few 
opportunities to express their thoughts in 
classroom writing. Middle school teach- 
ers can increase their students 1 interest in 
writing by providing opportunities for 
them to engage in meaningful writing, 
such as keeping journals, contributing to 
school newspapers, and creating stories 
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and poems to be bound as books and 
used at lower grade levels. 

The results of the neap study cited 
earlier revealed that transescents were 
least likely to write stories and poetry or 
write for school newspapers, magazines, 
and yearbooks. The solution does not lie 
with increasing the number of such as- 
signments. Rather, teachers will need to 
involve students gradually in the writing 
process, making sure that students are 
exposed to the various types of text 
structures and forms of poetry. In each 
instance, a balance should be maintained 
between learning goals and performance 
goals. 

Values 

Research. Literacy research that fo- 
cuses specifically on values is limited at 
the middle school level. What does exist 
is tied inextricably to research on 
achievement motivation. Thus, it might 
be assumed that because of the high 
value society traditionally has placed on 
reading, students will be motivated to 
read. This assumption is not without its 
critics (Nicholls, 1987). As noted ear- 
lier, transescents have a strong need to 
be accepted by their peers, and in some 
classrooms students who value reading 
might be viewed as deviating from the 
norm. This would be an example of a 
positive goal with potential for negative 
consequences. Another link between the 
achievement motivation literature and 
the literature on values is the potential 
conflict of values between teachers and 
students. Teachers value students who 
work hard, and they reward those who 
succeed. In classrooms \v u cx\. "effort 
supplants ability as a source of reward 
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and satisfaction" (Covington, 1984, p. 
16), the potential conflict between teach- 
ers 1 values and students 1 values is kept to 
a minimum. However, in classrooms 
where ability is valued over effort, stu- 
dents often turn to failure-avoiding strat- 
egies, such as feigning disinterest in 
schoolwork, as a means of maintaining 
their sense of self-worth (Covington). 

In terms of writing research, a naep 
report (Applebee, Langer, & Mullis, 
1986) suggests that middle school stu- 
dents generally understand that writing 
does have value. Students value writing 
for its role as a study aid, for reminding 
them about things, and for showing oth- 
ers what they know. This last finding 
suggests that transescents place value on 
performance over learning. Rated very 
low by students were value statements 
such as "helps me learn about myself, 11 
"helps me understand my own feelings, 11 
and "helps me think more clearly. 11 An 
equally distressing finding from the 
naep report is that students 1 belief in the 
value of writing declines between grades 
4 and 8. 

Implications for reading instruction. 
The most important task facing teachers 
is to model values about reading that will 
discourage students from being so preoc- 
cupied with performance goals that they 
fail to see the value of reading for learn- 
ing, relaxation, and escape. Several non- 
competitive approaches to learning can 
help teachers with this task. For exam- 
ple, mastery learning enables students to 
acquire information through multiple 
test/study/retest opportunities and to 
make judgments about their progress 
based on self-comparisons, not compari- 
sons with their peers. Other noncompeti- 
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tive approaches include cooperative 
learning and contract learning. Coopera- 
tive learning works well in content area 
classes where students are divided into 
small groups, and individuals in each 
group take responsibility for learning 
about (and then teaching others) some 
part of the assignment. Contract learning 
helps students set realistic goals for 
studying their assigned materials and 
strengthens their perceptions of the link 
between effort and achievement. 

Implications for writing instruction. 
Teachers who expect their students to 
value writing as a tool for learning pro- 
vide opportunities for the types of writ- 
ing that make explicit the link between 
writing and self-knowledge. For exam- 
ple, journal writing is an excellent means 
of helping students learn about them- 
selves and their feelings. Transescents 
experience enormous changes, and jour- 
nal writing is one means for them to ex- 
press their reactions to these changes. If 
students are to value writing as a vehicle 
for self-expression, they must have op- 
portunities to write about themselves and 
their feelings. 

Summary 

Researchers know more about how in- 
formation is written and comprehended 
than they do about why an individual 
might elect to read and write in the first 
place. The affective dimensions of moti- 
vation, attitudes, interests, and values 
provide a focus for the discussion of how 
middle school teachers might help stu- 
dents choose to be skilled readers and 
writers. Literacy instruction that bal 
ances learning goals with performance 
goals helps transescents develop positive 



feelings toward reading and writing 
based on the emotional needs of this age 
group. 
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Instructional Planning 

and Teaching 
in Reading and Writing 



Mark W. Conley 



CONFUSION PERSISTS 
about the middle school in- 
struction in reading and 
writing, a situation caused largely by 
uncertainty about reading and writing 
goals. Although the trend away from 
junior highs and toward middle schools 
has been going on for years, only re- 
cently have educators articulated the na- 
ture and function of the middle school 
curriculum (Conley, 1989; Lipsitz, 
1984). 

The purposes of this chapter are to 
clarify the goals of reading and writing at 
the middle school level, describe effec- 
tive middle school reading and writing 
instruction, and illustrate planning and 
teaching decisions consistent with effec- 
tive instruction. 



Goals for Reading and Writing 

Approaches to middle school reading 
and writing traditionally have been 
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drawn from the elementary 
or secondary levels rather 
than being uniquely de- 
veloped for middle school (Conley, 
1989). However, an emerging body of 
knowledge suggests that early adolescent 
learners have strengths and weaknesses 
that can be addressed only through effec- 
tive middle school programs (Lipsitz, 
1984; Preisser, Anders, & Glider, this 
volume). 

Middle schools should emphasize 
three types of goals: content, process, 
and motivation. Content involves subject 
matter, the across-the-curriculum do- 
main knowledge described in Chapter 5. 
Process consists of the thinking/learning * 
processes that underlie reading and writ* 
ing, much like those described in Chap- 
ter 6. Motivation is composed of desire 
to learn as well as ability to see connec- 
tions between oneself and the school cur- 
riculum, and is similar to the description 



ERIC 

hninjiiffnrrrinaii 



111 



T2i 



112 



Figure 1 

Goals of Elementary, Secondary, and Middle Schools 
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in Chapter 7. 

What makes middle school teaching 
distinct from elementary and secondary 
instruction? The difference lies in the re- 
lationships among the three types of 
goals. Figure 1 depicts the relationships 
among content, process, and motivation 
for elementary, secondary, and middle 
school reading and wrung instruction. 

At the elementary level (E in Figure 
1), the emphasis is on the thinking proc- 
esses underlying reading and writing, on 
knowing how to accomplish something 
or the means by which it can be accom- 
plished. Mental processes, such as plan- 
ning, drafting, aligning, revising, and 
self-monitoring, are necessary for both 
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reading and writing. Just as a writer en- 
gages in these activities to compose text 
on a page, a reader uses them to com- 
pose a model of a writer s meaning (Tier- 
ney & Pearson, i984). A major goal at 
the elementary level is to create strategic 
readers and writers (Duffy & Roehler, 
1987; Hayes & Flower, 1986). To do 
this, teachers focus on helping students 
activate knowledge they will need to 
make predictions about what they are 
reading or writing, and they stress repair 
strategies that can be used whenever stu- 
dents encounter blocks to meaning 
(Johnston, 1983). Instruction consistent 
with this emphasis involves explanations 
and modeling in a variety of contexts. 
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Responsiveness to students* thinking and 
a gradual shift in responsibility from 
teacher to student also are features of this 
type of instruction (Duffy & Roehler, 
1987). 

The emphasis at the secondary level (S 
in Figure 1) is almost entirely on content 
(Herber, 1978; Singer & Donlan, 1985). 
Specific areas such as the periodic table 
in science, the electoral college in social 
studies, algebraic equations in math, and 
literature in English are the focus. High 
school reading and writing are func- 
tional; processes are not taught for their 
own sake but as tools for comprehending 
and generating ideas about subject mat- 
ter. Comprehension and writing strate- 
gies are important only insofar as they 
help students gain access to content. Sec- 
ondary programs have been criticized 
for this nearly exclusive emphasis on 
content (Goodlad, 1984), which all too 
easily becomes another excuse for using 
dittoes and rote learning. While content 
is important, ignoring process and moti- 
vation goals risks turning students off to 
learning. 

In contrast to elementary and second- 
ary programs, instruction in middle 
school (M in Figure 1) balances content 
and process (as Peters suggests in Chap- 
ter 5) while relying considerably on mo- 
tivation. Middle school students are 
faced with the demands placed on them 
by content area textbooks while they are 
still struggling to become strategic read- 
ers and writers. While the typical con- 
cept of middle school students is that 
they get excited only about television 
and friends, evidence suggests that they 
also can be motivated by challenging 
classroom experiences and attempts 
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to link subject matter to the real world 
(Alvermann & Muth, this volume; 
(Csikszentmihalyi & Larson, 1984). 

The goals of reading and writing can 
be summarized in a single phrase: to 
teach students to become lifelong learn- 
ers with attention to developing their 
knowledge, skills, and motivation 
(nassp, 1985). Reading and, writing in- 
struction that meets these goals is not 
easy to achieve and, in many schools, 
cannot be found. 

We want middle school students to un- 
derstand what they read and to commu- 
nicate what they think in writing 
(Langer, 1986). However, recent re- 
search-based descriptions of reading and 
writing instruction suggest that we may 
not be reaching this goal. In a massive 
study on schools, Goodlad (1984) found 
that students spend 80 percent of the 
school day listening passively to teach- 
ers. In English classes, reading-related 
activities include answering questions 
based on short passages, memorizing 
fro:n textbooks, and listening to teachers* 
interpretations. Writing often involves 
copying definitions or completing drills. 

If reading and writing are important, 
why is it so difficult for Allington (this 
volume) and others to find good class- 
room examples? One reason is that the 
goals of the middle school and its teach- 
ers can be burdened by many constraints 
(Cuban, 1984). For example, confusion 
may exist over whether a school is func- 
tioning as a middle school or a junior 
high. Junior highs historically have mod- 
eled their programs after high schools. 
In emulating high schools, there can be 
an overemphasis on content at the ex- 
pense of both process and motivation. 
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Effective middle school instruction also 
can be hampered by problems posed by 
differences in students and by gaps and 
changes in the curriculum. 

Instruction should be a unique blend of 
developing subject-matter knowledge 
and empowering and motivating students 
to read and write on their own. Unfor- 
tunately, middle school reading and 
writing do not always live up to this 
potential. 

Effective Reading and 
Writing Instruction 

Instruction is what classroom teachers 
intentionally do to achieve desired goals. 
Effective instruction in reading and writ- 
ing depends on a teacher's ability to ac- 
tively engage studems in learning within 
the context of a literate environment. 

To become instructionally effective, 
middle schools must replace the passive, 
assignment-driven perspectives that per- 
vade reading and writing in many class- 
rooms with an active, cognitive view. An 
active view of instruction emphasizes 
learning in which teachers and students 
gradually construct meanings through a 
series of interactions with the content. 
As new information becomes integrated 
with old information, students develop a 
conscious awareness of what is being 
learned, when it will be useful, and how 
to use it effectively (Roehler & Duffy, 
1989). 

Active learning is supported by active 
instruction. For example, there are many 
ways for a teacher to define classroom 
tasks, from asking students to read the 
text in order to answer questions to en- 
couraging reading centered on why the 
content is important. Similarly, discus- 



sions and the sequence of activities in a 
lesson can stress anything. A teacher's 
instructional decisions are responsible 
for whether students remember isolated 
bits of information or develop broader 
conceptual understandings. Depending 
on the instruction, students come to 
value memorization or restructure their 
understandings and integrate new experi- 
ences with old. 

Consider the following lesson excerpt 
in which a middle school English teacher 
reviews students' answers to a reading 
guide. The reading guide is based on a 
short story. 

Teacher: What numbers did your 
group get, Michelle? 

Michelle: We did 1, 2, 5, 9, 10, 11, 
and 12. 

Teacher: Okay, 1, 2, 5, 9, 10, 11, 
and 12. Is that right? Okay, 
does any group have any 
more or less of those num- 
bers? What about your 
group, Joe? 

Joe: We have 1, 5, 1 1, and 12. 

Teacher: Okay. Can you tell us why 
you have those and not the 
other ones Michelle had? 

Joe: We didn't really notice those 
in the story. 

Teacher: But what about 9? Why 
didn't you choose 9? Re- 
member in the story about 
the dyed hair? 

In this excerpt, it is virtually impos- 
sible to determine what is being taught. 
The teacher's emphasis is on finding an- 
swers, but not on helping students dis- 
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cover meaning on their own. 

Compare the above excerpt with the 
one below. Again, a middle school En- 
glish teacher is working with a reading 
guide. In this segment, the teacher is dis- 
cussing a theme from a short story. 



Teacher: 



Chris: 



Teacher 
Jeff: 

Teacher: 



Dave: 
Jim: 



Teacher: 



"Small things cause big 
problems." What does the 
story say about that? 

Like in the story, the hen 
went into Gabriel's yard and 
laid her egg there. It was 
just over a stupid little egg. 
They started a feud which 
led to a fire and— 

That's a good example. 
What about in real life? 

Baseball. Somebody gets 
beaned with the ball and 
then they go out and argue 
with the pitcher. 

It starts something bigger. 
Pm going to start getting 
every group because I think 
it's important for you to be 
challenged. What happens 
when you get more than one 
person or group to contrib- 
ute? 

You get different ideas. 

And if someone thought of 
an original idea, it's harder 
to think of more. 

Right, sometimes if we col- 
laborate on thinking about 
the stories or ourselves, »♦ 
can make things harder. B. 
we also get more and better 
ways of looking at the world. 
Whenever I have a problem 



understanding one of these 
stories— or even events in 
my own life— I talk it over 
with someone and usually I 
understand it better. 

Notice how, in this excerpt, the teacher 
not only develops comprehension of the 
content through the questions asked, but 
also helps students become aware of how 
the group process can be used to explore 
meaning in the lesson and beyond. Also, 
to foster motivation, the teacher encour- 
ages students to think about their own 
lives and how they are learning. As a 
result, the instruction is not just an 
empty routine. The teachefs instruction 
helps students become active participants 
in the learning. 

Active instruction in reading and writ- 
ing is supported if teachers strive to cre- 
ate a literate environment (Atwell, 1987; 
Duffy & Roehler, 1987). In a literate en- 
vironment, the classroom is a place 
where real language and real literacy are 
valued and promoted. Rather than an 1 
talk/you listen" approach to instruction, 
teachers and students communicate with 
one another in a variety of ways, both 
oral and written. Rather than relying 
solely on the textbook, they use news- 
papers, magazines, and pamphlets. Fi- 
nally, rather than treating writing as a 
separate subject only for the English 
class, writing— like reading— is taught 
across the curriculum as a tool for un- 
derstanding (Duffy & Roehler, 1986). 

While English and social studies 
teachers for years have recognized the 
importance of making real-world con- 
nections during instruction, the notion of 
a literate environment can be applied to 
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other types of classrooms as well. Con- 
sider how Mrs. Clark, a science teacher, 
approached the task of teaching her sev- 
enth graders how to read and report on 
original scientific research while includ- 
ing real-world connections to build moti- 
vation, balancing content and process, 
and shifting from more teacher to more 
student responsibility for what is being 
learned. 

Clark decided she needed to model 
how scientists deal with research if her 
students were going to be able to write 
about it. She chose a fairly complex arti- 
cle comparing cells among different or- 
gans in the human body. In introducing 
the article, Clark asked her students to 
read the title and predict what it would be 
about. Students immediately faltered on 
the phrase cell differentiation, which 
Clark used as an opportunity to explain 
how scientists might figure out difficult 
vocabulary. 

First, using differentiation, Clark 
modeled a way to unlock unfamiliar 
words (by thinking about what may be 
familiar about them). Next, she devel- 
oped the meaning of cell differentiation 
by calling attention to the different ap- 
pearance and functions of organs in the 
body. As the meaning of the phrase be- 
came more clear, Clark and her students 
asked themselves questions about what 
scientists might find important about 
cells being different. "What are the dif- 
ferent functions of cells?" "Are all cells 
similar on some level?" "Are differences 
in cells the reason behind the difficulty 
of organ transplants?" 

The students then read the article, par- 
agraph by paragraph, to summarize the 
author's message. As they read and sum- 
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marized, students noted the difficulty of 
the article, wondering how anyone could 
ever understand the technical language 
scientists use. Again, Clark was ready 
with a strategy. She showed students how 
to seek out any familiar words and create 
a single sentence summary. While devel- 
oping a summary with her students, she 
showed them how to determine whether 
a summary is complete by looking at 
what information is covered and what is 
omitted. She also showed them how to 
raise and answer further questions about 
the topic of the article. As the class con- 
tinued to read, Clark pointed out that 
they were learning to think like scien- 
tists. Not only were they learning how to 
unlock difficult concepts, they were de- 
veloping some sophisticated scientific 
knowledge just like a scientist does dur- 
ing actual research. Subsequent lessons 
focused on how scientists organize infor- 
mation from reading and how they write 
scientific reports. 

This episode in middle school science 
teaching has a successful conclusion. 
Through Clark's attention to creating a 
literate environment— emphasizing what 
real scientists do -students became suc- 
cessful and motivated. Her focus on con- 
tent and process— showing students how 
to learn while they learn science con- 
tent-empowered them to independently 
select and investigate their own topics 
based on original scientific research. 
Several weeks after Clark taught the les- 
son on thinking like a scientist, students 
shared and discussed a variety of well- 
written reports based on highly technical 
topics. 

Active instruction in a literate environ- 
ment is not restricted to the examples of- 
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fered here. Teachers from across the 
curriculum can design lessons that ac- 
tively engage students and provide real- 
world connections. The next sections 
describe how this task can be accom- 
plished. 

Planning a Lesson 

The emphasis in planning an effective 
lesson in middle school reading and 
writing depends on the goal. Figure 2 
presents some examples of the goals that 
guide planning. 



A useful way to begin thinking about a 
lesson is to ask two questions: "What 
should students learn about the content?" 
and "Is the text poorly structured or well 
structured?" Answers to the first ques- 
tion will help focus on content goals. If 
the text is detailed and the content goal is 
to foster an in-depth understanding of 
facts, concepts, and principles, then 
planning should probably emphasize 
comprehension and descriptive writing. 
If, on the other hand, facts and concepts 
are self-evident but the goal is to hsve 



Figure 2 

Goals Underlying Planning Decisions for Reading and Writing 



Content 
Goals 



Process 
Goals 



Motivation 
Goals 



Reading 
Instruction 



Writing 
Instruction 



Understanding 
important facts, 
concepts, and 
principles 

Knowing how to 

construct 

meaning 



Experiencing 
success with 
extended text 



Understanding Understanding 

relationships subject-matter 

among concepts principles 

Knowing how to Knowing how to 

construct think about 

meaning via use subject-matter 

of expository content 
and narrative 
text patterns 

Experiencing Acquiring topic 

success with familiarity and 

using patterns to interest 

discover and 

generate 

meaning 



Comprehension Organizational Reasoning, 
patterns studying 



Descriptive 
writing, records, 
and reports 



Expository and 
narrative writing 



Speculative or 

persuasive 

writing 



Understanding 
key concepts 
and technical 
vocabulary 

Knowing how to 
develop word 
knowledge 
independently 



Gaining 

enjoyment from 
learning new 
words, success 
with using 
words to unlock 
and generate 
meaning 

Vocabulary 
development and 
reinforcement 

Expository and 
narrative writing 
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students develop a broad understanding 
of principles and generalizations, then 
planning should stress reasoning and 
persuasive writing. 

Having a well structured text helps de- 
termine process goals. If the text is 
poorly structured, students will require 
assistance in constructing meaning (An- 
derson & Armbruster, 1984). If the text 
contains vocabulary terms or patterns of 
organization that are crucial to under- 
standing the content (cause/effect, com- 
pare/contrast, problem/solution, time 
order), students may require explicit 
modeling of ways to acquire meaning. 

Last, but certainly not least, are con- 
cerns about motivation. Decisions about 
content and process directly affect 
choices about motivation. Motivation is 
enhanced when teachers think carefully 
about how instructional activities will 
help students achieve success. For exam- 
ple, vocabulary taught for its own sake is 
not as motivational as vocabulary taught 
to empower students to grasp content and 
learn new words on their own. 

Research suggests that teacher plan- 
ning is iarely as linear or as simple as the 
j decisions implied by Figure 2. Yinger 

(1986) suggests that planning proceeds 
not as a series of decision points but as a 
continuous process of problem-solving, 
crafting, improvising, and reflecting. To 
illustrate, consider the task of planning a 
short story lesson on "The Secret Life of 
Walter Mitty" (Thurber, 1965). 

The story is about Walter Mitty, a man 
who used fantasies to escape from his 
own miserable life. In reading the story, 
students often miss the relationship be- 
tween the man's real life and his fantasy 
world, a relationship crucial for under- 



standing the content since it offers in- 
sight into Mitty's character and, 
ultimately, into why fantasy is an impor- 
tant part of everyone's life. A content 
goal, therefore, is to build recognition of 
the relationship between fantasy and re- 
ality in the story so students can make 
connections to their own lives. 

The text itself is well structured. It 
uses separate episodes to signal the real- 
life versus the fantasy sequences, yet the 
transitions from episode to episode are 
not always clear. If students are going to 
see the relationship between fantasy and 
reality in the story, they will need to 
know how to compare and contrast dif- 
ferent episodes. A process goal, then, is 
to help students learn how to construct 
the meaning of the story through com- 
parisons of one episode with the next. 

Motivation is a little more complex. 
While success with understanding the 
story and using narrative patterns is im- 
portant, many students may have diffi- 
culty sympathizing with middle-aged 
Mitty. Consequently, a motivation goal 
for the story is to help students become 
more familiar with and interested in 
Mitty's character. 

Given these considerations, planning 
should focus on helping students identify 
with the main character in the story and 
understand how the story's structure con 
tributes to its meaning. A combination of 
instructional activities emphasizing or- 
ganizational patterns, reasoning, and 
narrative or persuasive writing would 
probably be most appropriate in light of 
the goals for this story. 

This planning process also can be il- 
lustrated with an example from mathe- 
matics. Story problems are a recurring 
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part of the math curriculum. Students of- 
ten are introduced to new concepts and 
formulas, and story problems are used to 
clarify and reinforce their understanding 
of new concepts. When story problems 
contain new concepts, attention to vocab- 
ulary is required. When the underlying 
structure of story problems calls for 
comparisons among different numerical 
concepts (a base price versus a dis- 
counted price), attention to patterns is re- 
quired. Having students write story 
problems for one another is one way for 
students to apply their understanding of 
how story problems are organized and 
solved. 

Once decisions are made about what to 
emphasize during reading and writing in- 
struction, teachers can provide students 
with guides to direct them during reading 
and writing. Guided reading activities, 
such as the use of three-level and predic- 
tion/reaction guides, can be designed for 
comprehension and reasoning (Herber, 
1978; Readence, Bean, & Baldwin, 
1985). Guided writing activities, such as 
the use of process writing guides noted by 
Raphael, Kirschner, & Englert (1986), 
can be created for expository and narra- 
tive writing. Vocabulary activities, such 
as semantic mapping, can be employed to 
guide comprehension as well as exposi- 
tory and narrative writing (Duin, 1986; 
Johnson, Tuus-Bronowski, & Pittleman, 
1982). 

Guided reading activities can be an im- 
portant part of a teacher's thinking about a 
lesson. The act of creating a reading 
guide focuses a teacher's decisions about 
content. The completed guide serves as a 
record of the content to be emphasized. A 
danger with reading guides, however, is 
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that they can become another way to 
stress answer-giving rather than meaning- 
getting. In effect, the guides can replace, 
rather than support, the careful thinking 
necessary to balance all the goals under- 
lying middle school reading and writing. 

Avoiding this problem requires careful 
attention to teachers' verbal strategies dur- 
ing the classroom discussions that accom- 
pany guided reading. One example is 
reciprocal teaching, a method that focuses 
specifically on process goals: students 
learn how to summarize, generate their 
own questions, clarify meaning, and 
make predictions (Brawn & Palincsar, 
1985). Teaching students how to partici- 
pate in reciprocal teaching often is re- 
ferred to as a "scaffolding process" in 
which the teacher thinks aloud and 
models the desired strategies until stu- 
dents are able to apply them on their own 
(Palincsar, 1984). However, teachers 
must avoid falling into the trap of teaching 
strategies for their own sake (Brown & 
Palincsar, 1985). When this happens, stu- 
dents may learn strategies in a rote way, 
but they will be unable to apply them 
(Chapters 5 & 6, this volume). 

Plaining lessons for reading and writ- 
ing requires attention not only to goals 
and instruction but also to the pitfalls in- 
herent in virtually any type of instruction. 
Compensating for these problems in- 
volves careful adaptations in planning that 
balance content, process, and motivation. 

Teaching a Middle School Lesson 

Students learn best when teachers ex- 
ercise control and structure at the begin- 
ning of a lesson while offering more 
opportunity for student responsibility 
as the lesson progresses (Pearson & 
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Gallagher, 1983). A common way to do 
this is to begin instruction with whole- 
class discussion, modeling, and dem- 
onstration, and gradually move into 
guided practice, assessment, and (some- 
times) reteaching. This section describes 
specific teaching strategies that support 
this cycle. 

In many ways, lesson planning repre- 
sents a teacher's "best guess." Early in a 
lesson, the teacher should gather data 
about the appropriateness of the plan, 
asking questions that tap into students 9 
interest in and knowledge about the topic 
at hand as well as their abilities in using 
reading and writing to gain meaning. 
This strategy allows refinement of the 
original plan and encourages ongoing at- 
tention to achieving lesson goals. 

The following verbal strategies serve 
two purposes early in a lesson: they al- 
low for data gathering and they facilitate 
active meaning-getting during reading 
and writing (Conley, 1988). 

Verifying content. Teachers verify stu- 
dents' familiarity with content by asking 
questions about the topic of a lesson. 
Followups or probes following a re- 
sponse encourage students to make sev- 
eral observations before forming a 
conclusion about what they are learning. 

Verifying process. Teachers verify stu- 
dents' understanding of process by ask- 
ing them to explain how they would go 
about learning or how they learned some 
aspect of content. Often, this involves 
encouraging students to describe how 
they learned what they learned. 

Hooks. Hooks are vocabulary words 
critical for comprehending the content of 
a lesson or a series of lessons. More than 
just difficult or technical words, hooks 
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are terms that illuminate the meaning of 
a story (chain reaction) or that are keys 
to lessons in a particular content area 
(respiration). By focusing attention on 
these critical terms, teachers pave the 
way for broader understandings. 

Bridging. Bridging involves making 
connections between students and the 
content. It can take the form of eliciting 
or providing background knowledge. It 
also can involve modeling for students 
the thinking necessary for successfully 
completing the lesson. 

Generalizing beyond the immediate 
lesson. Like bridging, generalizing re- 
lies on students' knowledge. Unlike 
bridging, which focuses on background 
knowledge, generalizing involves asking 
students to speculate about hypothetical 
situations, to use their knowledge about 
a topic to make predictions, and to think 
ahead. 

Responshe elaboration. Responsive 
elaboration occurs when teachers recog- 
nize a problem in students' understand- 
ing and then provide or encoi "age 
elaborations or explanations to help stu- 
dents resolve the problem. Elaborations 
can focus on any of the strategies men- 
tioned above, but they usually involve 
explanation and modeling directed at re- 
solving the problem. 

These verbal strategies are especially 
useful when applied in conjunction with 
guided reading (Conley, 1988). They can 
help teachers avoid the trap of emphasiz- 
ing content alone, keep in touch with 
process and motivation goals, and watch 
out for and resolve breakdowns in mean- 
ing. Using these strategies throughout a 
lesson and listening to feedback from 
students will help ensure that learning 
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results from instruction. 

Cooperative learning can help teach- 
ers shift control to students during read- 
ing and writing lessons. In cooperative 
learning, students work together in small 
discussion groups to accomplish shared 
goals (Johnson et al., 1984). For reading 
instruction, this involves students help- 
ing one another construct meaning from 
text (Conley, 1987). For writing instruc- 
tion, students work together to compose 
and refine a common message (Atwell, 
1987). The key to cooperative learning is 
to have students perceive that they can 
reach their learning goals only if the 
other students in their learning group 
reach their goals as well. Students need 
to discuss the goals with others, help one 
another understand the tasks required, 
and encourage one another to work hard. 
Strategies used specifically for coopera- 
tive learning include explanation and 
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modeling of group processes, and moni- 
toring (Cohen, 1986; Conley, 1987). 

Explanation and modeling of group 
processes. Students need to be aware of 
their roles and responsibilities during 
group work. Explanations should center 
on establishing rules or norms for group 
work; everyone should play a role in the 
group (leader, recorder), anyone Can ask 
anyone else for help, everyone has a duty 
to help anyone in need, and everybody 
helps. Modeling takes the form of role- 
playing to illustrate these responsibili- 
ties. 

Monitoring. Frequent monitoring of 
students' progress promotes discussion 
and helps students become responsible 
for their own learning. Monitoring is 
necessary to stimulate students to think 
on higher levels and help them resolve 
conflicts. Monitoring should not take the 
form of answer-giving or directing stu- 
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dents to an answer that is in the teacher's 
head. Careful monitoring consists of 
questions that direct students to consider 
different types of information or ways of 
thinking while they have discussions in 
their groups. 

These activities are especially sup- 
portive to a literate environment. Coop- 
erative discussions encourage many 
types of communication. Teachers can 
see visible signs that students are apply- 
ing the content and processes taught 
early in the lesson. Motivation is en- 
hanced because students 9 ideas are at the 
forefront and a premium is placed on us- 
ing everyone's thoughts to construct 
meaning. 

Teaching strategies do not work with- 
out attention to continual refinement. 
Students who are secure in listening to 
the teacher and having concepts formed 
for them will not be secure with a type of 
instruction that places greater responsi- 
bility in their hands. Similarly, teachers 
who are accustomed to lecturing and tell- 
ing students what they should know will 
not be comfortable teaching students to 
learn on their own. Reflection about the 
goals underlying these strategies, as well 
as the extent to which the goals and strat- 
egies are already in place, is necessary 
for determining the best ways to incorpo- 
rate them in the classroom. 

Summary 

Instruction in reading and writing 
should be guided by goals for content, 
process, and motivation. The appropri- 
ate emphasis at the middle school level is 
on content and process, with attention to 
motivation as support for what students 
are learning. This emphasis is dictated 



by both the particular needs of the early 
adolescent and the role of the middle 
school as a transition between the em- 
phasis on process at the elementary level 
and the emphasis on content at the sec- 
ondary level. 

It is hard to find instruction that bal- 
ances content, process, and motivation. 
Educators do not always have a clear 
sense of the mission of mi'*'" schools, 
and the complexity of the classroom can 
override goal-directed decisions about 
injunction. Effective planning and in- 
struction at this level are based on active 
and responsive teaching as well as on a 
concern for using reading and writing 
within a literate environment. This kind 
of instruction starts with teachers show • 
ing students what and how to learn, 
white gradually involving them in taking 
responsibility for their own learning. Im- 
plementing these suggestions can resuit 
in fundamental changes in middle school 
reading and writing instruction. These 
changes stand a greater chance of suc- 
ceeding if they can be incorporated 
thoughtfully over time. 
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THIS CHAPTER IS A | 
plea for putting middle 
school literacy assessment I 
back into the hands of those whose lives 
are most affected by it- students and 
teachers. It is organized into five parts. 
We begin with a rhetorical justification 
for our position on assessment. Then we 
introduce the attributes that characterize 
good classroom assessment and present 
an overall framework for examining vari- 
ous aspects of the reading and writing 
processes. The heart of the paper is a ra- 
tionale for using a portfolio construct for 
both reading and writing assessment and 
a discussion of the types of activities that 
might become part of a portfolio. Fi- 
nally, we illustrate our perspective with a 
set of examples of middle school teach- 
ers gathering data for student portfolios. 

Background 

The middle school years represent a 



t period of transition in stu- 

dents' view of reading and 
^ writing. While fluent read- 

ing and writing continue to be major 
goals of literacy instruction, students 
also learn how to use reading and writing 
as ways of learning and communicating 
in all subject areas and in daily life. 
Anderson et al. (1985, p. 61) aptly de- 
scribe the role of reading in subject-mat- 
ter learning: 

As proficiency develops, reading should be 
thought of not so much as a separate subject 
in school but as integral to learning litera- 
ture, social studies, and science. 

Researchers describe a similar role for 
writing in literature, social studies, and 
science (Applebee, 1981, 1984; Gage, 
1986; Langer & Applebee, 1987; Martin 
etal., 1975). 

If the middle school years are to be a 
time when reading and writing become 
the primary means of learning or accom- 
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piishing other goals, then assessment in 
the school literacy curriculum must re- 
flect these functions. Teachers and re- 
searchers must explore assessment 
procedures that allow them to examine 
students' ability to use reading and writ- 
ing as tools for learning, insight, under- 
standing, communication, enjoyment, 
survival, and participation in their 
world. 

Historically, both the general public 
and professional educators have come to 
regard assessment as a series of paper 
and pencil tests imposed on teachers and 
students by those in positions of author- 
ity—those concerned with accountabil- 
ity. Too often, assessment is something 
we do for the authorities, rather than 
something we do for ourselves and our 
students. However, assessment ought to 
be what we do to help ourselves and our 
students evaluate progress. Through 
daily interactions we gather evidence to 
guide decision-making about student 
learning, instruction, and curriculum. 
Assessment should be a natural part of 
the teaching/learning process and not 
something added on or imposed as an 
afterthought. 

Teachers and administrators need to 
learn to rely on their own expertise to de- 
velop and use a wide variety of assess- 
ment tools to evaluate student progress. 
At this stage of knowledge about reading 
and writing processes, we no longer 
need to rely solely on formal and indirect 
performance measures, such as those 
found on most commercially available 
tests -the norm-referenced standardized 
tests or criterion-referenced tests so often 
associated with assessment. Instead, we 
can return to measures grounded more 
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directly in classroom instruction. We do 
not advocate that educators discontinue 
using commercially available tests. In- 
stead, we argue for a more realistic per- 
spective on the value of commercially 
available tesvS, one that admits that it is 
dangerous to rely on any single test score 
as a measure of learning, no matter how 
scientific it may appear to be. 

We know from what Shulman. (1975) 
has called the practical wisdom of teach- 
ing, that we can learn much about stu- 
dents by keeping track of their learning 
during classroom interactions. With 
these strategies, which some call "situ- 
ated" (Collins, Brown, & Newman, in 
press) or contextualized assessment 
strategies (Lucas, 1988a, 1988b), infor- 
mation is gathered as an integral part of 
the teaching/learning process. 

We must add to our assessment reper- 
toire assessments of situated perform- 
ance—ongoing analyses of students 
completing a variety of literacy tasks that 
have been initiated at the prerogative of 
the school, the teacher, or the student. 
However, performance measures alone 
are not sufficient, even when they are per- 
sonally initiated and functionally moti- 
vated. Equally important is information 
we can gather only by observing students 
during literacy events or by holding con- 
versations with them to determine what 
they think about their own skills in, strate- 
gies for, and dispositions toward literacy. 

Classroom and Individual 
Assessment 

Bv moving to contextualized assess- 
ments of reading and writing, we expand 
the pool of assessment opportunities. 
Daily in every classroom, teachers can, 
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do, and should use many different as- 
sessment strategies. These should be 
guided by the attributes of sound contex- 
tualized assessment. These principles 
can serve as important criteria for teach- 
ers as they evaluate, design, and charac- 
terize their own assessment strategies to 
reflect their students, their classrooms, 
their curricula, and themselves. 

1. Assessment is continuous. Because 
learning is a continuous, dynamic proc- 
ess, so too, is assessment. Not only does 
learning take place over time, but the 
learner and task change with every new 
instructional situation. Although we fre- 
quently acknowledge this idea conceptu- 
ally, we rarely apply it to classroom 
assessment. Instead, most evaluation is 
based on end-of-unit or end-or-year 
tests. As such, we have come to regard 
assessment as a static entity, as a test or 
set of tests, Failing to account for conti- 
nuity, we may forget (1) that learners* 
growth needs a closer look, (2) that 
knowledge is cumulative and transfer- 
able, and (3) that the basis for future 
learning comes from the growth and in- 
tegration of knowledge over time. 

Ongoing measures need not be staged 
or formal, nor must they result in a 
grade. In feet, their beauty lies in their 
simplicity and ubiquity- they allow us to 
take advantage of what Happens daily in 
most classrooms without necessarily as- 
signing grades. The objective is to guide 
instruction and to provide continuous 
feedback and support to students. We 
would be wise to heed Diederich (1974, 
p. 2) as he discusses his impressions of 
assessment in writing classes: 

Students are graded on everything they do 
every time they turn around. Grades gener- 



ate anxiety and hard feeling between [ev- 
eryone]. Common sense suggests that 
[grades] ought to be reduced to the smallest 
possible number necessary to find out how 
students are getting along toward the four 
or five main objectives of the program, but 
teachers keep piling them up like squirrels 
gathering nuts. 

2. Assessment is multidimensional. In 
the interest of efficiency, we tend to look 
for single indices of effectiveness. We 
must resist this temptation and insist on 
multiple measures. The more measures 
we have, the more we can trust any given 
conclusion about student or group per- 
formance. In a sense, repeated measures 
help teachers establish something akin to 
a test developer's criteria of reliability. 
Also, by using different measures, we 
may get new perspectives and new in- 
sights. Sach assessment examine* differ- 
ent learning areas or looks at learning in 
a new context. Because learning varies 
across time and situation, assessments 
must be multidimensional. 

3. Assessment should be collabora- 
tive. Many constituencies have a stake in 
school assessment-students, teachers, 
parents, administrators, school board 
members, the community, and the larger 
society. Each requires somewhat differ- 
ent information, and each should be 
involved in shaping the assessment 
agenda. At the administrative level, for 
example, school board members are in- 
terested in how well children read and 
write compared with students across the 
county, state, school, or classroom. 
Teachers want to know how well their 
students are progressing to meet the 
goals of the school or classroom curricu 
lum so they can plan new instructional 
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steps. Students need to know what is ex- 
pected of them, how achieving those 
expectations will help them satisfy per- 
sonal goals, and what progress they are 
making in meeting those expectations. 
Teachers should take advantage of these 
perspectives and pool available informa- 
tion. 

The essense of such collaboration lies 
in working with students. We communi- 
cate our support of students' learning 
process when we work with them in de- 
veloping assessments. In traditional as- 
sessment situations, we act as passive 
examiners and detached observers of the 
"truth" rather than as advocates for our 
students . Collabo r a ti ve assess ments 
strengthen the bond between teachers 
and students and allow students to learn 
about evaluation processes and criteria. 

Involving students in assessment helps 
them move from relying on others to 
making independent judgments about 
their own literacy abilities. Students ob- 
serve the teacher as an evaluator and ex- 
amine the criteria and the processes the 
"expert" uses in evaluation, a modeling 
strategy similar to that used in appien- 
ticeship training (Collins, Brown, & 
Newman, in press). As students engage 
in self-evaluation, they reexamine and 
refine their own criteria for reading and 
writing. In contrast, students who spend 
their entire school careers subjected to 
the evaluation criteria of others are un- 
likely to blossom suddenly into self- 
evaluators. 

4. Assessment must be grounded in 
knowledge. Those who accept the re- 
sponsibility of being assessors must be 
knowledgeable about the content and 
processes they are assessing. In the case 
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of literacy, assessors should be familiar 
with both basic and instructional proc- 
esses in reading, writing, and language. 
At times, we enter into an assessment sit- 
uation with prespecified criteria and 
tasks. At other times, we simply observe 
students in their natural learning envi- 
ronment; look for patterns to enlighten 
understanding; and interact with stu- 
dents-prompting, guiding, questioning, 
and listening with the skills of a knowl- 
edgeable educator. If we want to capital- 
ize on all available assessment 
possibilities, there is no substitute for 
knowledge; and the further away we 
move from someone else's tests* the 
greater our need for knowledge of both 
reading and writing processes and as- 
sessment strategies. 

5. Assessment must be authentic. As- 
sessment must be functional and ecologi- 
cally valid. Just as instruction should 
focus on genuine objectives, assessment 
should be anchored in genuine tasks and 
purposes (Edelsky & Harman, 1988) be- 
cause application changes as purposes 
change. For example, it would be appro- 
priate to assess students' ability to read 
for details when reading directions, but 
less appropriate when reading a novel. 
The mechanics of writing would be of lit- 
tle (if any) concern in i^urnal writing but 
would be a high priority in writing a let- 
ter to a public official. 

Authenticity of assessment supports an 
assessment-learning relationship. As- 
sessment tasks should be similar to 
learning tasks so students will not be sur- 
prised by them, but they also shouH of- 
fer students an opportunity to apply, 
rather than simply regurgitate, knowl- 
edge they have acquired. For example, 
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the best index of spelling competence 
might be a student's ability to spell a set 
of words correctly in a daily assignment 
rather than on Friday's test. When as- 
sessment tasks reflect learning objec- 
tives, students come to understand that 
how they use reading and writing is more 
important than getting a high score on an 
isolated test. Authenticity requires that 
teachers assess students only on what has 
been, or couid be, a part of a regular 
learning activity; the assessment activity 
should have intrinsic value. 

The above principles support a portfo- 
lio approach to assessment (Burnham, 
1986; Camp, 1985; Carter & Tierney, 
1988; Lucas, 1988a, 1988b). We use the 
term portfolio in both its physical and its 
philosophical senses. In its physical 
sense, it is a container in which we can 
store the artifacts of our literacy -the 
examples, documents, and observations 
that serve as evidence of growth and de- 
velopment-so that they are available for 
visitation and reflection. As a concept, 
the idea of a portfolio forces us to expand 
the range of things we would consider as 
data for instructional decision making. It 
also reflects the attitude that assessment is 
a dynamic rather than a static process, 
captured most accurately in multiple 
snapshots taken over time. All who have a 
stake in contributing to the portfolio (stu- 
dents, teachers, parents) have a right to 
"visit" it whenever they wish to reflect on 
and analyze its contents. 

A Framework 

for Conceptualizing Literacy 

Reading and writing can be concep- 
tualized as holistic processes that are en- 
abled by underlying skills. Enabling 
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skills in reading could be specific de- 
coding, vocabulary, or comprehension 
skills; in writing, they could be spelling, 
punctuation, grammar, usage, rhetori- 
cal, or organizational skills. But reading 
and writing also are processes that serve 
certain functions in the life of any indi- 
vidual. Individuals can read and write to 
learn information, to demonstrate un- 
derstanding, to gain insight, to commu- 
nicate with others, to satisfy personal 
needs, to participate in a culture, or to 
demonstrate to authorities the trappings 
of literacy. 

The relationships among reading and 
writing processes, the functional con- 
texts in which these processes exist, and 
the subskill infrastructure of each can be 
represented as a set of concentric circles. 
The outer circle represents functional 
context-the purposes literacy serves in 
our lives. The middle circle represents 
the holistic reading and writing proc- 
esses themselves. In the innermost circle 
are all those skills that constitute the in- 
frastructure, or component subskilis, of 
each process. 

Infrastructure 

Our assessment focus in the past 20 
years has been on the inner circle, those 
skills constituting the infrastructure of 
reading and writing. For example, most 
basal reading programs assess between 
15 and 30 specific skills per year in the 
middle school years (Foertsch & Pear- 
son, 1987). These skills range from 
knowing the meanings of specific words 
in a reading unit to knowing root words 
or affixes, from finding main ideas for 
brief passages to determining the literal 
meaning of figurative expressions. Stu- 
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Figure 1 

Dimensions of Reading and Writing 
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dents often are asked to take tests in 
which their writing ability is indexed by 
their ability to find and correct errors in 
spelling, grammar, usage, or punctua- 
tion. Even students who participate in 
process writing approaches are some- 
times evaluated primarily on strict ad- 
herence to the conventions of writing or 
to some very specific notion of theme or- 
ganization. 

We do not argue that these skills are 
unimportant or that they should not be 
taught or assessed. However, we believe 
there are dangers in making such skills a 
major instructional goal, and that assess- 
ing them in isolation leads to highly 



problematic or misleading conclusions 
about student performance (Valencia & 
Pearson, 1988). These enabling skills or 
strategies are important only in that they 
provide a way to build a meaning for a 
text. Even strategies such as notetaking, 
summarizing, self-questioning, predict- 
ing, semantic mapping, outlining, and 
more extended forms of writing are es- 
sential only because they provide stu- 
dents with the means to learn from texts 
(Moore & Murphy, 1987; Tierney, 
1982). It is a student's ability to orches- 
trate and apply these skills in a meaning- 
ful context that merits our evaluation. 
Assessment of reading and writing 
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should focus on "developing the exper- 
tise needed to apply and adapt strategies 
and knowledge to many situations" 
(Valencia & Pearson, 1988, p. 30). That 
is, skills are best evaluated when they are 
serving the processes or functions de- 
picted in the two outer layers of the cir- 
cles in Figure 1. 

Holistic Processes 

Recent curricular refocusing has moved 
the assessment focus from subskills to the 
holistic processes of reading and writing, 
where the emphasis is on comprehending 
and composing lr-ger pieces of text in a 
more global way. This shift first became 
apparent in 1986, when the National As- 
sessment of Educational Progress (naep) 
implemented holistic scoring of writing 
samples, attempting to concentrate atten- 
tion on the attributes of the piece as a 
whole communicative package rather 
than on the smaller independent compo- 
nents. The comparable starting point for a 
holistic perspective in reading probably is 
the popularization of miscue analysis of 
oral reading errors (Goodman, 1969; 
Goodman & Burke, 1972), which has 
been bolstered by the growing use of re- 
tellings as a measure of comprehension 
(Goodman & Burke, 1972; Morrow et 
al., 1986). More recently, the statewide 
reading assessment efforts in Illinois and 
Michigan focused on reading comprehen- 
sion as a holistic understanding of the ma- 
jor ideas and concepts in a text (Valencia 
& Pearson, 1987; Wixson et al., 1987). 
Other holistic assessment efforts can ex- 
amine students' ability to monitor their 
reading and writing as well as their dispo- 
sition to revise, envision an audience for 
their writing, or seek help when problems 
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arise (Baker & Brown, 1984; Garner, 
1987; Hemey & Pearson, 1984; Herney 
etal., 1989). 

Functional Context 

Holistic assessment perspectives rep- 
resent a concern for the global processes 
and are an important shift away from iso- 
lated skills. However, they neglect to 
view reading and writing as processes in 
communicative contexts (Freeman & 
Sanders, 1987; Halliday, 1975; Heath, 
1983; O'Flahavan & Herney, in press). 
We have yet to devise many assessment 
techniques that emphasize the different 
purposes and functions of reading and 
writing (Applebee, 1984; Freeman & 
Sanders, 1987; Martin et al., 1975; 
McGinley & Herney, 1988). For exam- 
ple, the summaries students write about 
a novel in school testing situations are 
very different from those they create in 
informal conversation with friends; yet 
we tend to assess summaries per se, 
without accounting for audience and 
purpose. 

Interrelationships 
among the Circles 

We have rarely looked at the interac- 
tions among the three constructs in the 
concentric circles in Figure 1. For exam- 
ple, how might we assess grammar or 
usage differently when students write to 
satisfy personal needs versus when they 
write to request information from some- 
one in a position of authority? This is the 
essence of what we referred to earlier as 
"situated" assessment. 

Interestingly, some recent approaches 
to literacy reconceptualize the enabling 
skills depicted in our innermost circle to 
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include the processes of reading and 
writing themselves (our middle circle). 
They view the processes as the means by 
which one can achieve specific goals 
both in school and in daily life (Freeman 
& Sanders, 1987: McGinley & Tierney, 
1988; Walters, Daniell, & Trachsel, 
1987). Mackie (1981, p.l) points out 
that "to be literate is not to have arrived 
at some predetermined destination, but 
to utilize reading, writing, and speaking 
so that our world is progressively en- 
larged." This view extends the traditional 
notion of enabling from the generic proc- 
ess es of reading and writing to more 
contextually defined goals of reading and 
writing. 

If we construe literacy in this way, 
then reading and writing become the 
rrxns or skills with which students can 
achieve such goals as personal expres- 
sion, enjoyment, learning, understand- 
ing, insight, communication, survival, 
and cultural participation. Accepting 
reading and writing as enabling skills 
suggests that our outermost circle must 
be considered the most important in de- 
veloping assessment strategies. In the 
best of situations, we would assess the 
processes and their infrastructures as 
they serve these important literacy func- 
tions. When we learn how to account for 
these functions in our assessment 
schemes, we will have achieved authen- 
tic, situated assessment, 

Building an Assessment Portfolio 
Most teachers have access to norm- 
referenced test scores, criterion- 
referenced test results, and assessments 
based on reading and writing activities 
occurring in the classroom. Thest are 
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valuable pieces in the assessment puzzle. 
Norm-referenced tests help us under- 
stand students performance in compari- 
son with other groups of students in the 
nation. As such, they permit schools and 
our society to perform important gate- 
keeping and monitoring functions. Crite- 
rion-referenced tests measure students 
against some prespecified standard (e.g. 
80 percent correct), usually set by the 
school, the district, or a publisher. These 
forms of assessments offer one type of 
systematic information to add to a port- 
folio, but they represent a narrowly de- 
fined concept of reading and writing. 

Too often teacher-constructed assess- 
ments, which have the potential to move 
beyond this narrow concept, seem to be 
shaped by the standards of commercially 
produced tests. Studies that examine 
textbook and teacher-made tests indicate 
that many are frighteningly similar to 
the ubiquitous norm-referenced test 
(Armbruster et al., 1984; Armbruster, 
Stevens, & Rosenshine, 1977; Foertsch 
& Pearson, 1987). Even when students 
are encouraged to write their own an- 
swers, usually they are asked to provide 
only brief, fill-in-the-blank responses to 
lower level questions (Applebee, 1984). 
Teacher-initiated assessments that devi- 
ate from the paper-and-pencil tradition 
have been denigrated as unreliable, sub- 
jective, and unfair. Unfortunately, this 
tight definition of assessment under- 
mines the potential for classroom teach- 
ers to act as instructional decision 
makers (Pfearson & Valencia, 1987; Cal- 
fee & Hiebert, 1988) and leaves no room 
for creative approaches or professional 
judgment. We cannot afford to adopt 
such a narrow approach to assessment. 
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As Stanley and Hopkins (1972, p. 5) re- 
mind us: 

Let us not fall into the trap of asking 
whether we should use teacher judgments 
or test scores. Faced by the complex prob- 
lems of measurement and evaluation of pu- 
pil growth and influences affecting it, we 
cannot reject any promising resource. Vari- 
ous sorts of information supplement each 
other. 

We have arrived at a theoretical cross- 
roads in our attempt to develop a viable 
assessment system. Fortunately, the 
choice about which road to follow is 
clear; we must align and integrate assess- 
ment with sound instruction in order to 
prevent the kind of split professional life 
teachers are forced to lead when they 
switch back and forth from open and 
flexible instructional practices to closed 
and rigid assessment systems (Tierney & 
McGinley, 1987). We must admit that 
teacher judgment is an inevitable and im- 
portant source of evaluative information. 

However, the road to more enlightened 
assessment practices is neither well 
paved nor well marked. Some trailblaz- 
ing is clearly called for to enhance our 
repertoire of assessment strategies and, 
in the process, improve students* disposi- 
tion toward learning. 

Describing Portfolio 
Assessment Strategies 

A portfolio approach to assessment is 
neither laissez-faire nor structureless. 
When teachers leave the security of com- 
mercially produced assessments that are 
conceptualized, monitored, and con- 
trolled by others, they need criteria for 
classifying, monitoring, and evaluating 



their own assessment strategies. We con- 
ceptualize these criteria as a set of five 
continua on which any approach to as- 
sessment can be classified. We have cho- 
sen the continuum metaphor in the belief 
that shifts in our criteria are more a mat- 
ter of degree than of kind. These con- 
tinua will encourage us to explore the 
range of possibilities and to strive for va- 
riety and baiance in our approaches to 
literacy assessment. The five continua 
are focus, structure, mode, locus of con- 
trol, and intrusiveness. 

Focus. The first step in the assessment 
process is to identify the questions to be 
addressed -in other words, to determine 
what we hope to learn about the student, 
group, or class as a result of engaging in 
the assessment task. It is helpful to think 
of a range of questions we might want to 
ask that spans the layers of the concentric 
circles in Figure 1 -functional context, 
holistic processes, and infrastructure. 
These questions help focus assessment 
efforts. 



infrastructure 



processes 



context 



We begin with questions related to the 
functional context, which determines the 
first line of assessment criteria as well as 
how far into the processes and infrastruc- 
ture one needs to go. Functional context 
questions place reading and writing tasks 
in meaningful contexts where the focus 
is on how well the intended purpose of 
the literacy activity is achieved. While 
these questions are posed from the per- 
spective of the teacher, they are equally 
useful to students who wish to become 
skilled in self-evaluation. For example: 



ERJCc/a, McGinley, and Pearson 



142 



133 



• How do students use reading and 
writing 

for personal expression? 
for gaining new insights? 
for demonstrating knowledge? 
for learning new information? 
for getting along in society? 
for participating in the culture? 
for demonstrating literacy 

competence? 
for thinking critically? 

• How well are students able to deter- 
mine and use appropriate forms of 
reading and writing for a variety of 
different purposes? 

Other questions might focus more on 
holistic processes of reading and writing. 
The focus is on overall meaning and 
processes rather than on the acquisition 
of expertise in any specific skills. For 
example: 

• How well are students able to use 
composing strategies such as plan- 
ning, drafting, revising, and editing? 

• What strategies do students use for 
sharing writing and getting feed- 
back? 

• How well are students able to com- 
municate ideas through their writ- 
ing? 

• What strategies do students use for 
getting help with their reading and 
writing? 

• How well are students able to guide 
and monitor their own learning? 

• How well do students understand 
the important ideas of a piece of 
writug? 

ERIC 



• How well are students able to use 
reading strategies such as prepar- 
ing, monitoring, adapting, and re- 
sponding? 

Infrastructure questions focus on the 
skills that enable reading and writing. 
Although they are not usually a primary 
concern in the middle school, they still 
occupy an important place in the curricu- 
lum and in the minds of teachers and ad- 
ministrators. They continue to form the 
foundation for the development of more 
sophisticated literacy skills, and as such 
merit assessment. The key, however, is to 
ensure that these skills are assessed in 
meaningful functional contexts, not in 
isolation. For example: 

• How well are students able to use 
the mechanics of writing (punctua- 
tion, capitalization, usage, spelling) 
to construct meaning? 

® How well do students organize and 
sequence ideas in their writing? 

• How well are students able to use 
word identification, vocabulary, 
and comprehension skills to gain 
meaning from texts? 

• How well are students able to apply 
study skills to understand content 
area material? 

We may want to focus on one or sev- 
eral questions during any assessment op- 
portunity. However, this continuum 
reminds us that it is neither necessary 
nor desirable to hold students account- 
able for all possible skills and strategies 
every time we assess. In some cases, we 
might be concerned with evaluating writ- 
ing for an appropriate audience rather 
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than editing for punctuation. In other 
cases, we might want to evaluate how 
well students are able to use context to 
determine the meanings of several new 
conceptually important words presented 
in a science chapter. At other times, we 
might emphasize the effectiveness of a 
piece of persuasive writing and how well 
it is organized. Our aim should be to 
provide cross sections of assessment 
foci -a well-balanced assessment port- 
folio. 

Structure. The structure of the assess- 
ment indicates how standardized and 
prespecified the assessment strategy is. 
Assessments run the gamut from highly 
structured to semistructured to com- 
pletely unstructured and spontaneous. 



structured semistructured unstructured 

The most structured assessments spec- 
ify everything: the desired outcomes/ 
goals, the correct responses, the method 
of collecting and scoring the data, and 
any special required time limits or direc- 
tions. Standardized tests, uniform writ- 
ing sample assessments, basal reader 
tests, and informal reading inventories 
are examples of these types of measures. 
They call for limited input and judgment 
from the classroom teacher and the stu- 
dent. Essentially, any trained proctor 
could administer, score, and report 
results on any of these measures. A 
slightly less formal measure might be a 
teacher-constructed multiple-choice test 
where the teacher designs the content but 
leaves other aspects of the assessment to 
external control. 
Somewhere in the middle of the con- 



tinuum are semistructured, or informal, 
assessments that require more input and 
interpretation from the teacher and/or 
provide greater latitude in students 1 re- 
sponses. Asking students to retell a pas- 
sage just read or to submit an example of 
a persuasive piece of writing are exam- 
ples of informal assessment strategies. In 
the former, the passage is specified but 
student responses are more open, as are 
the criteria for evaluating response qual- 
ity. With persuasive writing, the assess- 
ment is imposed, but the topic choice is 
open to the student and the scoring crite- 
ria can be quite flexible. 

At the unstructured end of the contin- 
uum are those spontaneous observations, 
interactions, or examples of student 
work that provide important insights into 
how the student is progressing. Inclusion 
in the portfolio is all that distinguishes 
these assessment activities from the 
daily, on-the-spot assessments teachers 
continually make during instruction. 
Whether they are or are not included in a 
portfolio, spontaneous assessments are 
important sources of information for in- 
structional decision making. Document- 
ing them in the portfolio provides 
reminders and allows us to examine pat- 
terns of behavior over time. 

Mode. The modes of assessment refer 
to the processes used to collect informa- 
tion about students 1 progress. They range 
from the most durable samples of student 
work to interviews to the less concrete, 
but no less important, observations. 



samples interviews observations 
We typically think of assessment as 
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pencil-and-paper tasks or samples of stu- 
dents' work through which students dem- 
onstrate knowledge. These are direct 
measures of durable products (Cooper, 
1981) or artifacts of learning. These in- 
dices are usually easy to administer or 
collect, and they provide us with con- 
crete evidence to share with others. They 
may be initiated by the teacher or by the 
student, and may be planned or sponta- 
neous. They may represent a wide range 
of foci, from literacy functions to sub- 
skills. Although many perceive samples 
of student work as objective, easily eval- 
uated measures, this is not necessarily 
the case. This misconception probably 
derives from our naive association of as- 
sessment with the term test. In reality, 
the range of possibilities is far greater 
than we usually imagine. 

For example, traditional thinking 
would suggest that this mode of assess- 
ment is simply some type of teacher-con- 
structed written test (multiple-choice, 
short answer, essay). A somewhat differ- 
ent sample might be collected for the 
portfolio by asking students to review 
several pieces in their writing folders and 
to select one they feel is a good example 
of their writing ability. Another sample 
might be an audiotape of a student's oral 
reading or a videotape of a class debate 
or dramatization. Each is a durable rec- 
ord of an actual sample of student work 
that can be examined and reexamined 
over time by teachers, students, and par- 
ents. 

While this mode has some attractive 
advantages, it is not flawless. By defini- 
tion, samples of work are products; as 
such, they rarely capture the energy and 
process that went into creating them. Al- 
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though they possess the lure of objectiv- 
ity, they are as prone to subjectivity as 
more judgmental forms of assessment. 
For example, emphasis on outcome- 
based learning in the late 1970s led many 
teachers and school districts to develop 
their own criterion-referenced assess- 
ments. Criterion-referenced assessments 
usually require a mastery cutoff score, 
such as 80 percent correct. Teachers 
soon found that as they wrote their own 
tests, they had to adjust both text and 
item difficulty on an ad hoc basis in or- 
der to keep close to their 80 percent cut- 
off score. Since there is no clear 
conception of task or text difficulty (the 
knowledge base required for meaningful 
assessment), objectivity is a misnomer. 
The point is not that subjectivity or 
teacher judgment is undesirable, but 
rather that in paper-and-pencil tests sub- 
jectivity may simply be moved back one 
level from public inspection so it is not 
quite so obvious. Evaluations of work 
samples are not inherently more objec- 
tive than any other assessment; their 
value rests in their durability over time, 
not in their objectivity. 

At the other end of the mode contin- 
uum, observations offer several advan- . 
tages. They permit the evaluator to view 
learning without intruding on the learn- 
ing experience. Because they occur more 
naturally (Moore, 1983), they can con- 
tribute a more valid picture of a student's 
abilities. At the least, they afford an op- 
portunity to assess processes and strate- 
gies while students actually are learning 
(Clay, 1985; Taylor, Harris, & Pearson, 
1988). 

Observations often arise out of continu- 
ous, less structured approaches to assess- 
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ment. For example, the teacher might 
observe Henry as he asks his neighbor to 
help him answer the questions at the end 
of the social studies chapter, or Susan as 
she struggles at the writing center for 30 
minutes attempting to begin a first draft, 
or Marcus as he talks to a friend about a 
book he is reading. 

Observations have been criticized for 
their unreliability, and certainly judg- 
ments based on a single observation 
merit such criticism. But this problem 
can be counteracted in several ways. The 
first important deterrent to unreliability 
is knowledge. We evaluate more consist- 
ently when we know what we are to eval- 
uate. This knowledge base can be 
strengthened and supported by provid- 
ing teachers with guidelines, checklists, 
and characteristics to look for. Second, 
reliability improves with repeated obser- 
vations, which have the added advantage 
of reminding us to look for patterns 
rather than for single indicators of per- 
formance. 

Observations also have been criticized 
for being subjective. In response to such 
criticism, many professionals advocate 
tightly planned, structured, systematic 
observations (Cunningham, 1982). Bu.t, 
as argued earlier, subjectivity (in the 
sense of teacher judgment) is an inescap- 
able characteristic of all assessments. 

Using interviews at the midpoint of 
the mode continuum enables teachers 
and students to interact in collaborative 
settings, share responsibility in shaping 
the focus of the assessment, and alter the 
assessment situation through negotia- 
tion. Interviews guided by clear pur- 
poses but open to questions allow 
students to share their own views about 



school, about reading and writing as per- 
sonal activities, and about how they 
solve (or fail to solve) their literacy prob- 
lems. Interviews-be they formal, with a 
preplanned set of questions, or informal, 
such as a conversation about a book a 
student has finished -often are over- 
looked as a mode of assessment. 

Locus of control. Responsibility for 
evaluation usually rests with the teacher, 
but, as we suggested in the discussion of 
collaboration, students can, and should, 
evaluate their own progress. The points 
on the locus of control continuum range 
from traditional teacher evaluation to 
collaboration between student and teach- 
er (or between student and peer) to stu- 
dent self-evaluation. 



teachei 



collaboration 



student 



Intrusiveness. The intrusiveness con- 
tinuum is not independent of other con- 
tinua. Logically, one would expect it to 
be related to structure, mode, and locus 
of control, although the relationship is 
not linear. An observation checklist used 
as pan of the school report card may be 
quite formal and teacher controlled; 
however, it would be fairly unintrusive 
from the student's perspective. A 2-page 
book report to be completed anytime 
during the semester might be more infor- 
mal and offer more shared control and 
yet be quite intrusive. 



intrusive 



unintrusive 



The rationale for this continuum is to 
illustrate the value of assessing students, 
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whenever possible, in their natural learn- 
ing environments. As with the other con- 
tinua, it serves as a way for teachers to 
monitor the techniques used to collect in- 
formation for the assessment portfolio. 

Illustrative Assessment Scenarios 

It is impossible for us to recommend 
an exhaustive set of assessment strategies 
for classroom use. We have described 
our principles and criteria (our continua) 
carefully because we believe teachers 
must tailor assessment practices to their 
classroom situations. Guidelines, not 
tests, serve teachers better in this en- 
deavor. To illustrate how assessments 
can be tailored, we provide five illustra- 
tive assessment scenarios. For each sce- 
nario, we depict the specific assessment 
questions and procedures used by a 
middle school teacher to evaluate 
some aspects of reading ana writing per- 
formance, classify each according to the 
five continua, and elaborate on ways in 
which the strategy might be adapted to 
answer different questions or to fulfill 
different assessment needs. 



Scenario 1 
The question. How well are students 
able to guide and monitor their own 
learning? 

The situation. A seventh grade En- 
glish teacher wants to help his students 
improve their ability to monitor their 
own reading to ensure that it makes 
sense. He has his students use paper 
bookmarks (or stick-on notes) to record 
problem spots (difficult concepts, un- 
known words, questions they would like 
to discuss) they encounter while reading 
an assigned chapter in a novel. After they 
discuss the chapter in class, he hold? in- 
dividual conferences with several stu- 
dents (different students are scheduled 
for conferences each week). First, he has 
each student retell the chapter to check 
on comprehension (see Appendix A). If 
the student reads with good understand- 
ing and no problem areas are evident, the 
teacher decides against assessing self- 
monitoring. If, on the other hand, the 
student exhibits some comprehension 
difficulty or the teacher identifies possi- 
ble problems, the two discuss the trouble 
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spots. They examine the notes on the 
bookmarks, review the chapter for other 
potential problem spots that were not 
noted, and then discuss strategies for 
coping with the difficulties. The teacher 
jots down some anecdotal notes and 
sometimes even attaches the student's 
bookmark to the notes for later place- 
ment in the student's portfolio. 

What can we learn? This task 
amounts to asking students to edit their 
own reading. The bookmark technique is 
a good oirs, since most students do not 
have the luxury of writing in their texts 
while they read. By observing their 
notes, interviewing, or even collecting 
these bookmarks, teachers may gain in- 
sight into each student's ability to process 
a piece of text. Collaboratively, student 
and teacher identify possible problems 
and design instructional strategies. 

To adapt this technique to writing, 
teachers might ask students to proofread 
or edit their drafts with one or two spe- 
cific purposes in mind. These purposes 
may be as detailed as proofreading for 
spelling or punctuation errors or as 
broad as revising the presentation of a 
line of reasoning or an argument. The 
student then may confer with the teacher 
(or submit papers), using both first and 
second drafts to collaboratively evaluate 
progress. 

This particular type of activity can be 
framed in a variety of ways. The focus 
may be on specific vocabulary skills, the 
author's craft, prewriting strategies, or 
organization; the mode can be observa- 
tion, interview, or sample; the activity 
may be teacher initiated (intrusive) or 
student initiated (unintrusive). Thus, it 
has the potential to fall virtually any- 
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where along each of the five continua. 
Furthermore, this assessment activity 
can be repeated using different materials 
and focusing on many different aspects 
of reading or writing. 

There are many other strategies for 
gathering information about students' 
ability to monitor their own learning. 
Another way to assess self-monitoring is 
simply to ask students to annotate each 
work sample as they file it in their port- 
folio. They might rate the quality of each 
on a general 1-10 scale, they might rate it 
on specific criteria, or they might write a 
short statement about difficulties en- 
countered or their degree of satisfaction 
with the product. 

Scenario 2 

The question. How do students re- 
spond to a piece of literature? 

The situation. An eighth grade En- 
glish class has just finished reading The 
Diary of Anne Frank, and the teacher has 
aued them to write an essay of no more 
than 3 pages detailing their reaction and 
response to the book in a way that pro- 
vides a helpful overview to another 
group of eighth grade students who are 
beginning to read the book. As she fin- 
ishes her directions for the assignment, 
the teacher reminds the students to focus 
on the content of the responses and not to 
worry about mechanics and grammar on 
this draft. There will be plenty of time 
for that when they complete the version 
they will actually send to students in her 
other eighth grade English class. 

What can we learn? For the first 
draft, the teacher is clearly interested in 
evaluating students' responses to a piece 
of literature rather than their ability to 
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control the mechanical features of the 
writing process. She could use a holistic 
scale (see appendix B) for evaluating the 
writing activity. A holistic scale places 
the focus on the quality of the communi- 
cation to the potential audience. Alterna- 
tively, she could use an analytic scale 
(see appendix C) in which separate sub- 
scales rate traits such as fidelity to the 
themes of the book, sense of audience, 
organization, and style. When the stu- 
dents complete the final version, the 
teacher may want to incorporate *ub- 
scales dealing with the conventions of 
written language or the impact of the 
message. Notice that the motivation for 
adhering to conventions is inherently 
greater when students have a real audi- 
ence in mind rather than an audience 
consisting of the teacher or some vague, 
hypothetical group (pretend you are writ- 
ing to ...). 

Although this is primarily a writing 
activity, the teacher also can learn some- 
thing about her students* reading 
performance. For example, what the stu- 
dents consider important to relate to an- 
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other student is a good index of what 
they attended to when reading the text. 

As with our other illustrative sce- 
narios, this scenario could be slightly 
modified to take on many different val- 
ues on most of the five continua. For ex- 
ample, if the teacher tells students that 
correct mechanics are absolutely essen- 
tial, she can immediately shift the focus 
of the activity from the context to the in- 
frastructure. If she specifies the exact 
form of the response (e.g., a 5-paragraph 
theme), the task becomes structured and 
even more intrusive. 

Scenario 3 

The question. How well are students 
able to compose an informational text? 

The situation. A sixth grade language 
arts teacher requests that students keep a 
portfolio of all the writing they do 
throughout the year. As a result, each 
student's portfolio contains several sam- 
ples of narrative, personal, and infor- 
mational writing. At various points 
throughout the year, she asks her stu- 
dents to select a piece they feel repre- 
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sents their best effort at composing in a 
particular genre. Prior to submitting 
their papers, students are given the op- 
portunity to make any final revisions 
they think necessary. 

Before submission, the teacher in- 
forms students that the piece must be ac- 
companied by a letter to her explaining 
and justifying its selection. She also tells 
them that she will evaluate the letters on 
the basis of the three aspects of writing 
they have been studying in the past 
month-quality of content, organization, 
and voice. In addition, she will evaluate 
each letter on the basis of how persuasive 
it is in convincing her that the piece re- 
ally includes these critical qualities of 
good informational writing. 

What can we learn? In this scenario, 
the teacher is interested in learning a 
number of things about her students' 
ability to compose informational texts. 
The pieces themselves are a source of in- 
formation about students' knowledge of 
the specific content they are reporting, as 
well as about their ability to organize and 
synthesize information in their own lan- 



guage. Most important, by asking stu- 
dents to write a letter justifying the 
quality of their selection, the teacher has 
asked that they begin to take steps toward 
becoming evaluators of their own writ- 
ing. In so doing, she has created a situa- 
tion with equal potential for instruction 
and assessment. In writing about their 
own work, students evaluate and rethink 
the standards they associate with good 
informational writing. By examining 
similar self-evaluations over time, the 
teacher can determine what features of 
writing students are focusing on and how 
their focus changes as a result of instruc- 
tion over the course of the year. Are they 
concerned with features related to the in- 
frastructure of the piece, with the piece 
as a whole, or with the functions or pur- 
poses the piece serves? 

This activity may be framed in other 
ways. For ex jjnple, in asking students to 
write about their writing, the teacher 
may choose to tighten the structure by 
specifying criteria for evaluation or to 
open the structure by asking students to 
oelect their criteria for evaluation. 
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Scenario 4 

The question. How well are students 
able to use their prior knowledge and 
reading skills to learn new information 
from a textbook? 

The situation. In his sixth grade so- 
cial studies class, a teacher has decided 
to use a prereading mapping activity fol- 
lowed by a postreading group semantic 
mapping activity as a way of preparing 
for and then following up the reading of 
a chapter on the development of Greek 
civilization. To do the prereading map- 
ping activity, he begins with a blank 
chart and writes Ancient Greece in the 
middle, asking students to share ideas 
that come to mind when they think of 
Ancient Greece. Once 25 to 30 ideas 
have been added to the chart (within cat- 
egories), he asks the students to read the 
chapter and look for new ideas to add to 
the chart or think of ways they may wish 
to revise the chart. Once the reading is 
finished, he meets with the whole class 
to revise the chart, adding another 30 
ideas to it, putting in labels for some of 
the new categories, and switching a few 



ideas from one category to another. As a 
culminating activity, he asks that each 
student develop a written summary of the 
information included in the class map. 

What can we learn? This activity is 
interesting because other than the sum- 
mary at the end of the activity, there is no 
provision for any artifacts representing 
individual performance; the map itself is 
a group effort. During the mapping ac- 
tivity, the teacher observes the contribu- 
tions of individual students and draws 
conclusions about their knowledge be- 
fore reading the chapter and about what 
they learned while reading it. He also 
can make anecdotal notes to add to the 
portfolio. The summary activity pro- 
vides the teacher with a chance to learn a 
great deal about students' ability to orga- 
nize and present ideas. 

With some modification, mapping can 
provide more insight into individual per- 
formance. For example, some teachers 
ask students to complete pre- and post- 
reading maps on their own; in such 
cases, maps become individual rather 
than group artifacts. The disadvantage of 
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individual mapping is that students do 
not get a chance to learn from one an- 
other during the group mapping ses- 
sions. As a more intrusive measure (but 
perhaps more informative with respect to 
assessing growth for particular concepts 
presented in the text), maps also can be 
much more structured. The teacher can 
provide all the categories for the associa- 
tion task, in which case it may look more 
like a study guide or an incomplete out- 
line. 

Scenario 5 

The question. How well are students 
able to use reading and writing to create 
a research report? 

The situation. A nirth grade lan- 
guage arts teacher has just completed a 
month long instructional unit on report 
writing. Initially, she met with the sci- 
ence teacher to discuss which topics the 
students would be studying in November. 
Together they outlined possibilities for a 
related language arts writing unit. Stu- 
dents were required to select a topic of 
personal interest related to the solar sys- 
tem, planets, or space exploration; state 
a hypothesis; gather information from at 



least three sources; and develop a com- 
plete report to be shared with their peers 
as well as their language arts and science 
teachers. 

Over the past several weeks, the stu- 
dents were introduced to several different 
strategies for selecting and narrowing 
topics of study. In addition, the teacher 
introduced the students to many possible 
sources of information in the library (en- 
cyclopedia, books, magazines, films) 
and in the community (interviews with 
experts, museums). 

Since the teacher had been using a 
process approach to teach writing, stu- 
dents composed their reports using the 
strategies they had acquired. Addition- 
ally, the teacher set aside time over sev- 
eral weeks to work with students on two 
new skills: synth sizing information 
from several sources and using footnotes 
and bibliographic information. Students 
shared their final reports during two 
combined language arts and science 
class periods. Students with common in- 
terests formed groups in which they dis- 
cussed their reports and provided 
feedback. The papers were submitted to 
both teachers for grading. 
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As students moved through their drafts 
and revisions, the teacher observed their 
strategies for getting started and for get- 
ting help with revision. Using a checklist 
several times during the month as a 
guideline (see Appendix D), she kept 
track of each student's progress and used 
the data to form short term instructional 
groups on several of the goals and strate- 
gies explicit in the unit. 

During the month, the teacher also 
suggested that students write in their 
learning logs at least twice a week 
(Kirby & Liner, 1981). They were en- 
couraged to write about their learning 



experiences as they gathered information 
and composer' their reports: their prob- 
lems, need for additional guidance, new 
insights, and feelings about their efforts. 
The logs were shared with the teacher at 
the students' discretion. 

The final report was evaluated using 
information from four sources: the lan- 
guage arts teacher, the _ience teacher, 
the student, and the fecial interest 
group with whom the re^ M was shared. 
Each evaluator consL ;ed the paper 
from a different perspective. The lan- 
guage arts teacher used three main crite- 
ria, the overall quality of the paper 
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(measured by a holistic scoring tech- 
nique), the ability to synthesize several 
sources of information into a coherent 
original piece, and use of the appropriate 
form for footnotes and bibliographic in- 
formation (a primary instructional goal 
for this unit). Students were provided 
with a self-evaluation questionnaire (Ap- 
pendix E) to guide their reflections on 
the process of writing the report and on 
the quality of the final product. The sci- 
ence teacher evaluated both the quality of 
the information presented and students' 
ability to use a scientific report to state a 
hypothesis, present information, and 
draw appropriate conclusions. The inter- 
est group evaluated each report on how 
well the student presented the informa- 
tion to the group and on the author's abil- 
ity to react to questions about the report. 
All tnese assessments were used to arrive 
at a final grade for the project. 

What can we learn? This rich in- 
structional context provides the teacher 
with unlimited opportunities to assess 
students during the entire monthlong 
process of reading and writing to create 
their reports. The instructional unit also 
results in a concrete artifact— the 
report -and the added experience of pre- 
senting the work to peers and to experts. 
Notice that for many of our continua, we 
have marked several points rather than a 
single point. This is because in situations 
such as these, assessment opportunities 
tend to be flexible and dynamic; that is, a 
single strategy can relate to more than 
one structure, mode, or level of focus, 
and it can change over time. 

Concluding Statement 

In this chapter, we have build a case 



for portfolio assessment for reading and 
writing during the middle school years. 
A portfolio is both a physical collection 
of the artifacts of students' reading and 
writing and a disposition toward assess- 
ment. This disposition is characterized 
by the belief that assessment must be 
continuous, multidimensional, collabo- 
rative, knowledge-based, and authentic. 
Our recommendation for portfolios is 
based on the conviction that records 
gathered while students are engaged in 
functional and contextualized literacy 
tasks ultimately will prove more useful to 
both teachers and students than will any 
set of numbers derived from tests that 
have little relevance to the purposes and 
needs of either group. 

The scenarios and assessment tools we 
have provided are illustrative rather than 
exhaustive, descriptive rather than pre- 
scriptive. The principles and continua 
put forward in this chapter should be re- 
garded as a conceptual framework to use 
in developing and evaluating assessment 
strategies. The array of assessment op- 
portunities available to us as teachers is 
limited only by our creativity, our 
knowledge of reading and writing proc- 
esses, and our grasp of sound assessment 
criteria. It is our responsibility to avail 
ourselves of these opportunities. 
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Appendix A 

A Schema for Scoring Retellings: 
The Retelling Profile* 

Directions: Indicate with a checkmark the extent to which the reader s Retelling includes or 
— provides'evidence of the following information. 

low moderate high 
none degree degree degree 

1. Retelling includes information directly stated 
in text. 

2. Retelling includes information inferred 
directly or indirectly from text. 

3. Retelling includes what is important to 
remember from the text. 

4. Retelling provides relevant content and 
concepts. 

5. Retelling indicates reader's attempt to 
connect background knowledge to text 
information. 

6. Retelling indicates reader's attempt to make 
summary statements or generalizations 
based on text that can be applied to the real 
world. 

7. Retelling indicates highly individualistic and 
creative impressions of or reactions to the 
text. 

8. Retelling indicates the reader's affective 
involvementwith thfrtext: 

9. Retelling demonstrates appropriate use of 
language (vocabulary, sentence structure, 
language conventions). 

10. Retelling indicates reader's ability to 
organize or compose the retelling. 

11. Retelling demonstrates the reader's sense of 
audience or purpose. 

12. Retelling indicates the reader's control of the 

mechanics of speaking or writing. I 1 1 

Interpretation. Items 14 indicate the reader's comprehension of textual information, items 
5-8 indicate metacognitive awareness, strategy use, and involvement with 
text; items 9-12 indicate facility with language and language development. 

•From J.N. Mitchell & P.A. Irwin il989). The reading retelling profile. Using retellings to make instructional decisions 
Unpublished paper. 
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Appendix B 
A Holistic Scoring Scale* 

Level 1. Not competent 

EitheFthe content is inadequate for the topic selected or deficiencies in the conventions of 
written expression are so gross that they interfere with communication. 

Level 2. Not competent 

The student can express a message which can be readily understood, which contains ade- 
quate content for the selected topic, and which demonstrates at least marginal command of 
sentence sense. 

The writing, however, is grossly deficient in one or more of these skills, judged by stand- 
ards appropriate for high school: 

Spelling 
Usage 

Punctuation and capitalization 
Level 3. Marginally competent 

The student can compose a complete series of ideas about a topic with a minimum of gross 
deficiencies in spelling, usage, or punctuation, judged by standards appropriate for high 
school. 

The writing, however, does not contain at least one compeient paragraph or is not compe- 
tent in one or more of these skills, judged by standards appropriate for high school: 

Sentence sense Usage 

Spelling Punctuation and capitalization 

Level 4. Competent 

The student can compose a complete series of ideas about a topic with basic skills at a level 
appropriate for high school and with at least one competent paragraph. 

The writing, however, does r*ot demonstrate all the characteristics of highly competent 
writing: 

Good overall organization sentence structure 

Competent paragraphing vocabulary 

Regular use of transitions Appropriate use of subordination 

Interpretive meaning (a* 

opposed to literal writing) 

Level 5. Hignly competent 

The student can compose a complete series of ideas about a topic with basic skills at a level 
appropriate for high school and with these characteristics of highly competent writing. 

Good overall organization sentence structure 

Competent paragraphing Good vocabulary 

Regular use of transitions Appropriate use of subordination 

Interpretive meaning (as 

opposed to literal writing) 

The writing however, does not demonstrate thesis development aiid does not contain criti- 
cal or creative thinking. 
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Level 6. Superior 

The student can compose a complete series of ideas about a topic with excellent basic skills, 
with the characteristics of highly competent writing, with adequate thesis development, and 
with.at least one passage demonstrating critical or creative thinking. 
The passage of superior writing, however, tends to be an isolated example. 

Level 7. Superior 

The student can compose a complete series of ideas about a topic with excellent basic skills, 
with critical or creative thinking, and with a sustained vitality and richness of expression. 

♦From R.A. McCaig. A distnclwidc plan for Ihc evaluation of student writing. In S. Haley James (Ed.K Penpeaixcs on * nting m 
grades t-8. Copyright 1981 by the National Council of Teachers of English. Reprinted by permission. 




Appendix C 

An Analytic Scoring Scale 
Showing Code Number of Ongoing Revisions* 

A. Quality and Scope of Intent 

5 Clear perception of topic, problems, and issues is outlined in the introduction; 
seriousness may not be explicit, but is implied; use of detail is specific to issues 
raised 

3 Reader can discern point of view of writer, but not as clearly as 5; no development 
issues before launching into pros and cons; detail is minimal, glossy 

1 Superficial addressing of the issue; "I think" stance; broad, general statements; 
little or no detail 

B. Organization and Presentation of Content 

5 Focus of topic is clear, digressions are relevant and usually signaled, all or most of 
essay is clearly elaborative, supports arguments fully through logical development 

3 Lacks clear focus, but remains on topic; some evidence of faulty reasoning, but 
adequate development of reasoning; sense of beginning, middle, end 

1 Has not given reader sense of which aspect is most important or is incomprehensi- 
ble; scant or no paragraph development, scant or no elaboration of main points 
through use of examples 

C. Style and Tone 

5 Language generally consistent with rhetorical task and within itself; no gaps in 
information, generally, content links smoothly through logical development; vari- 
ety of sentence types 

3 Appeals more to reader's emotions than to intellect; no slang, no jargon; little or 
no use of subordination; reader can follow flow of thought, but less so than 5 

1 language detracts from persuasive task, may be flippant; lack of connectivity or 
less so than 3; some gaps in content; little or no flow between ideas 



159 



Assessing Reading and Writing 



150 



D. Mechanics 

5 One or no errors in usage; generally very few or no spelling or punctuation errors 
3 Errors in usage, but text remains comprehensible; errors in spelling and punctua- 
tion, but text comprehensibility is not affected 

1 Text comprehensibility greatly affected by errors; frequent, flagrant errors where 
text is difficult to process 

£. Affective Response of the Raters 

5 Essay was interesting; a sense of connection with the writer 

3 Moderately interesting; a sense of moderate connection with the writer 

1 Not really interesting; no sense of connection with the writer 

F. Overall Impression Score 
7 Off task 

5 Exceptional or near exceptional essay; persuasive argument; use of accepted, me- 
chanical conventions, logically developed, connected prose, rich detail, elabora- 
tion; generally, good flow of thought 

3 An acceptable piece; few mechanical errors; more gaps in information than in 5; 
development of ideas is there, but must be flushed out by reader; an occasional 
appeal to reader's emotions rather than intellect 

1 A poor effort; many errors in mechanics, consistency of tone, logical development, 
flow of thought, connectedness; comprehensibility of the piece is adversely affected 

♦Adapted from A. Purves. (1982). International evaluation ofossessment of written composition. Unpublished paper. 



The Writing Process 

1. How often does the writer get ideas for writing 
from the imagination? 

from discussion with others? 

by imitating a book, story, poem, tv show? 

from the teacher's assignments? 

from some other source? Which? 

2. When the writer means to rehearse what will be written, and narrow down the topic, 
does the writer 

talk to classmates? 

talk to the teacher? 

draw a picture first? 

start writing right away? 
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3. In drafting a paper, does the writer 
write one draft only? 

invent spellings, use a dictionary, or limit vocabulary to the words he or she can 

spell? 

scratch out words and lines, and cut and paste? 

seek comments from others about the way the drafting is going? 

4. Does the writer revise a paper before it is considered finished? Do the drafts 
all look like different papers, new beginnings? 

look like mechanical refinements of earlier drafts? 

interact with and build on the ideas of early drafts? 

The Functions of Writing 

5. What forms of writing has the writer produced? 

stories? 

poems? 

expressive writing (personal experiences and opinions)? 

persuasive writing? 

descriptive writing? 

expository writing (that which explains or gives directions)? 

6. What kinds of topics has the writer written about? 
topics about which the writer was an expert? 

topics about which the writer had to learn more befqre writing? 

topics about things that were present? 

topics about things that were past or absent? 

topics about abstract ideas? 

7. What audiences has the writer written for? 

the teacher? 

„ classmates? 

people known to the child? Whom? 

people unknown to the child? Whom? 

8. In trying to stick to the topic, did the writer 

limit the focus of the topic before starting to write? 

stick to one thing or ramble? 

focus more on the object of the writing or on the writer? 

9. In trying to stick with the purpose of writing, does the writer 

keep expressing personal feelings, although the topic and purpose suggest doing 

otherwise? 

declare one purpose but pursue another (such as "The story about..." which is 

expository, not narrative)? 
shift from one purpose to another? 

10. In trying to meet the audience's need for information 

does the writer appear to assume the audience knows and is interested 

in the author? 

is he or she careful to tell the audience things they will need to 

know in order to understand what is talked about? 
does the writer address the same audience throughout? 
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Qualities of Writing Styles 

11. Does the writer use exact, well-chosen words? 

12. Does the writer M paint pictures with words" (make the reader see 

what the writer saw)? Does the writer focus on immediate M here-and-now" 
images? 

13. In regard to the organization of the papers 

does the writer keep the focus on one aspect of the topic at a time? 

do the papers have identifiable openings? 

are the details arranged in a reasonable order and do they relate 

reasonably to one another? 
is there an identifiable ending to the papers? 

Fluency of Writing 

14. How long are the papers (in words or lines per paper)? 

15. What is the average number of words per sentence? 

16. What is the average number of words per T-unit? 

Mechanics of Writing 

17. In handwriting, does the writer 

have problems forming letters? Which ones? 

have problems spacing between letters? Keeping vertical lines 

parallel? Keeping the writing even on the baseline? 
write with uniform pressure? In smooth or in jerky lines? 

18. In regard to spelling, 

does the writer misspell words in the first draft? 

does the writer correct the spellings of many words between the 

first and later drafts? 
what does the writer do when uncertain of how to spell a word? 

19. Does the writer have trouble with standard English usage? 

Does the wruer write in complete sentences? If not, what are the 

units of writing like? 
Does the writer have problems with punctuation and capitalization? 

With which elements? In what circumstances? 
Are errors made in standard English grammar? If so, describe 

the errors. 

Enjoying Writing 

20. Does the writer take pleasure in writing? How do you know? 

•From C. Temple & J. W. Gillei Language am. Learning proc«i« and teaching processes, 2nd ed. Copyright 1989. Re- 
printed by permission of Scott. Boresman & Company. 
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Appendix E 
A Self-Evaluation Questionnaire* 

1. List the successful things you did in writing this paper. 

2. List the things that a reader will think are successful. 

3. List the things you were unable to do in this paper that would have made it more successful. 

4. In the process of writing this paper, what aspects were easier than when you have written 
previous papers? 

5. In the process of writing this paper, what aspects were more difficult than when you have 
written previous papers? 

•From L. Faiglcy. R.D. Cherry. D.A. JothfTc. & A.M. Skinner. Assessing writers' knm Ufa and pmccsscs of composing Copy 
right 1985 by Ablcx Publishing. Reprinted by permission. 
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PART THREE 



Implementing 
Reading Programs 



PRELUDE 



Die following chapters are designed to provide a hands-on perspective for 
middle school reading. Each chapter tells a story about one school district's 
attempt to implement reading programs. Each story results in unique 
insights about how to implement improvements, ranging from the 
impediments to change reported by Aiders and Levine in Chapter 10 to the 
utility of employing collaborative models as reported by Conley and 
Tripp-Opple in Chapter 14. Together, the five chapters provide five tangible 
examples other educators can use as a basis for implementing their own 
middle school literacy programs. 
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In Reading P 



Patricia L Anders 
Ned S. Levine 



THIS IS A STORY 
about a large urban district 
where 15 junior high 
schools tried to make the transition to the 
middle school philosophy and format. 
Embedded in the aiory are two mes- 
sages. One focuses on what makes 
change difficult; the other on authentic 
literacy experiences and strategy instruc- 
tion as critical features of effective mid- 
dle school reading programs. 

Background 

The initial stages of change in our 
schools were fairly predictable. A re- 
search group took time to learn from au- 
thorities and "the literature" what the 
difference was between the middle 
school construct and th<* existing junior 
high format. Two years later, a report 
was published that served as a guide for 
what middle schools should be. Included 
in this publication were statements con- 




cerning instructional priori- 
ties and a method for orga- 
nizing. Principals were 
brought in during the first summer of the 
transition year to receive theoretical 
training on the philosophy and format of 
middle schools. The charge was for the 
principals to engage a planning team to 
implement these changes despite the fact 
that, due to resource constraints, only 
two days of inservice a year were pro- 
vided at each site. 

Reading, of course, was a main focus. 
Conceptually, the emphasis was on read- 
ing throughout the content areas This 
emphasis required changes in attitudes 
and skills. Reading could no longer be 
thought of solely as a class or core sub- 
ject, but as a process to be applied and 
taught in each area (see Chapter 5, this 
volume). The outcome of the first year's 
efforts was predictable. The similarity to 
the myth about the blind men and the 
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elephant was striking. People possessing 
varying perspectives on the elephant all 
tried to build their own. As one English 
teacher said, "All this middle school 
stuff is okay. I still will only have to see a 
student for one period and then Til be 
through with him or her for the day." 

The second year we began again. We 
revised our training programs. Summer 
training with school teams of administra- 
tors and staff focused on planning and 
implementing the intended program as 
well as on the content of the middle 
school. This experience with staff devel- 
opment programs emphasized the diffi- 
culty of change. Vonnegut (1987) gives 
his own assessment of the possibility of 
achieving a given change in a satirical, 
whimsical novel, Bluebeard. A fictional 
character offers his views through the 
publication of a nonfiction tome, The 
Only Way to Have a Successful Revolu- 
tion in Any Field of Human Activity. 

Most people, we are told (and I might add, 
I heartily agree) cannot open their minds to 
new ideas unless a mind-opening team with 
a peculiar membership goes to work on 
them. Otherwise, life will go on as before, 
no matter how painful, unrealistic, ludi- 
crous, or downright dumb that life may be. 

The team must consist of three kinds of 
specialists. The rarest of these specialists is 
an authentic genius— a person capable of 
having good ideas not in general circula- 
tion. The trick is to convince people then 
that the ideas are good and should be dis- 
covered and shared. 44 A genius working 
alone is invariably ignored as a lunatic." 
The second sort of specialist is a lot easier 
to iind. What you need here is a highly in- 
telligent citizen in good standing in his or 
her community, who admires the freshness 
and pertinence of the genius and testifies 
that the genius is far from mad. The valida- 
tion, in Human Development Training 



called "sponsorship," i* ^ential to create 
an audience. A person like that, however, 
can only "yearn out loud for changes" be- 
cause they usually lack the wherewithal to 
make those changes. 

The third type of specialist is a person 
who can explain anything, no matter how 
complicated, to the satisfaction of most 
people, no matter how pigheaded or stupid 
they may be. This type of person will say 
almost anything to gain attention or to be 
interesting or exciting. This is the venerable 
talk show host. However, working alone, 
this person may strike his/her constituents 
as, shall we say, suffering from eternal con- 
stipation. 

If you can't get a cast like that together, 
you can forget about changing anything 
(p. 191). 

Like Vonnegut, we have learned that 
change is difficult. Consequently, the 
first part of this chapter deals specifically 
with the process of change in middle 
schools; the second part elaborates on 
practices emphasized in our reading 
efforts. 

The Dynamics of Change 

A survey of the literature on change 
suggests several barriers to change. The 
first is that research-based definitions of 
good teaching (Brophy & Good, 1986) 
drive many policymakers to invent lists 
and inventories of observable classroom 
behavior and adopt them as an evalua- 
tion tool forjudging the effectiveness of 
teaching. Translated into checklists for 
the site administrator, these "research 
implications'' become expectations to be 
observed in classroom instruction. The 
evaluator focuses on the presence of a 
particular practice; its use is rewarded, 
its absence penalized. Whether the ob- 
served behavior i<= appropriate to the 
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content of the lesson or to the needs and 
interests of the students does not enter 
into the evaluation system. 

A second barrier to change in reading 
(closely related to the first) is the percep- 
tion of administrative commitment. Spe- 
cifically, Dawson (1984) found the 
following variables to interfere with 
teacher change: (1) receiving mixed 
messages from the administration as to 
what is important, (2) viewing change as 
something being implemented in re- 
sponse to "central office pressure," and 
(3) the administrator's reputation of fail- 
ing to follow through. 

A third barrier to change, for adults 
and adolescents alike, is requiring public 
performance of an unmastered skill (Hord 
et al., 1987). Teachers and students must 
receive support during the early, premas- 
tery stages of learning. The focus should 
be on the conditions for a successful re- 
sponse rather than on the response as a 
measure of personal competence. Conse- 
quently, the instructional leader needs to 
have skill and tolerance in order to reduce 
both negative labeling of individuals and 
the potential for resistance, and to encour- 
age people to see themselves as resources 
for changing negative conditions to posi- 
tive ones in practical and specific ways. 
Situations must be created in which every 
person's perspective is important so that 
all ca become allies working toward mu- 
tual gtals, reducing the sense of polarity 
in a group or classroom. 

A fourth barrier is the fact that the act 
of teaching is continually oversimpli- 
fied. Teachers are asked to assimilate 

new behaviors more rapidly than is pos- 
sible. Even teaching skills that appear 

simple require much training, while 
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skills embedded in complex models re- 
quire as many as 25 practice episodes to 
master (Good, 1981; Showers, Joyce, 
& Bennett, 1987). Further, current re- 
views of the effects of staff development 
and inservice programs show varying 
results with teachers, depending on 
their years of experience (Levine, 1983; 
Showers, Joyce, & Bennett). Findings 
suggest that first year teachers are over- 
whelmed, usually lacking the ability to 
do long term planning and considering 
themselves successful if they are pre- 
pared for the short terra. They feel par- 
ticularly inadequate when it comes to 
classroom management and use of time, 
and have difficulty planning and run- 
ning multiengagement lessons. It is dif- 
ficult for these teachers to master all of 
the critical practices necessary for an 
excellent reading program. Their own 
learning experiences need to be simple, 
limited in scope, and couched in the 
most basic behaviors to provide content 
validity -yet highly engaging and enter- 
taining. Extensive practice needs to be 
provided in the staff development pro- 
gram design. 

In contrast, experienced teachers who 
are relatively sophisticated participants 
in staff development programs require 
higher potency in their training to ensure 
transference of the skill to practice. For 
this level of expertise, the staff develop- 
ment program may be less entertaining 
than with the lesc experienced teacher, 
but it must provide more intense and re- 
alistic training to ensure transfer. 

A fifth barrier to change is the lack of 
a clear expectation for change to occur. 
In confronting the entrenchment of past 
practices, change agents first must pre- 
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pare the environment for change. Devel- 
oping teacher commitment to explore 
possible changes begins with clear, di- 
rect leadership from building and central 
office administrators. It includes training 
by a credible person identified as both an 
adequate practitioner and an excellent 
presenter (Crandall, 1982). 

We also found that how changes are 
presented to teachers is important. An 
appropriate presentation takes into ac- 
count the context in which the practition- 
ers work and provides opportunities for 
teachers to experience the practice, ap- 
ply it, critique it, and modify it for per- 
sonal use. The training itself must be 
followed by continuous support and as- 
sistance from trainers or from others 
perceived as adequate practitioners of the 
innovation and must account for what we 



know about teachers as adult learners. 
The presentation must engage teachers in 
continuous, concrete talk about teaching 
and effective teaching practices, not the 
social issues of the school or its clients. 

Teachers should be observed fre- 
quently and provided with accurate, hon- 
est critiques of their teaching (Little, 
1982). They should plan, design, pre- 
pare, and evaluate their own teaching ac- 
tivities and materials and should instruct 
one another in the practice of teaching 
within structured settings, often using 
peers from the same institution to con- 
duct training (Glatthorn, 1982; Little, 
1982). Attention to basic needs such as 
work conditions and safety is a prerequi- 
site for the effectiveness of change and 
for a successful staff development pro- 
gram (Herzberg, Mausner, & Snyder- 



Staff development programs are an important part of accomplishing change. 
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man 1959; Maslow, 1954; Sergiovanni, 
1967). Trust must be established through 
administrative decisions that treat mis- 
takes as opportunities for learning 
(Levine, 1983; Showers, Joyce, & 
Bennett, 1987), and training must vary 
according to the background of the par- 
ticipating teachers (McLagan, 1983). 

We have learned that students of teach- 
ers who have the opportunity to partici- 
pate in these sorts of staff development 
programs reap the benefits of openness 
and exploration. Teachers who are will- 
ing to be risk-takers are more likely to 
promote risk-taking among their stu- 
dents. Teachers who recognize and value 
learning from mistakes will mere likely 
accept mistakes from their students. 
Teachers who have control over their 
own behavior and decisions are more 
likely to encourage their students to de- 
velop similar types of self-control. 

Change is never easy and is never 
without tension. Environments typified 
by change are often relatively chaotic 
and unpredictable. Thus, administrators 
and teachers who are looking for con- 
trolled environments with a high degree 
of order and discipline often resist 
change. For example, middle schools in 
which administrators evaluate teachers 
on the amount of control and discipline 
imposed on the students send a message 
to teachers and students alike that the un- 
certainty accompanying change is not 
welcome. In such a school, the iaw and 
order" tenet prevents many teachers from 
making changes in their teaching and 
signals to students that risk-taking and 
authentic involvement in ideas or activi- 
ties are not the goals of the school's aca- 
demic leaders. 

ERLC 



Changes We Made 

Assuming that an environment condu- 
cive to change is achieved, what change 
should be made? This section describes 
two changes we tried to implement. The 
first focused on instructional activities 
that promote authentic literacy experi- 
ences; the second focused on strategies. 

Promotion of Authentic 
Literacy Experiences 

May Powell was one of our seventh 
grade students. She did little reading or 
writing; she was belligerent, negative, 
and difficult. The reading specialist 
placed her in the lowest reading group. 
One day May's teacher for the low read- 
ing class happened to lay / Always 
Wanted to Read by Mary McLeod 
Bethune in the middle of her desk. As 
was May's habit, she handled everything 
on the teacher's desk, picking things up 
and laying them down at random (a be- 
havior designed to drive the teacher 
crazy), until she came to that book. She 
picked it up and started to walk away. 
The teacher said, tt Hey, May! You can't 
have that. It's my book, I'm reading it!" 
May's response was "Aw, c'mon. I just 
wanna look at it." She sat down and read 
for the rest of the period. On her way 
out of class, the teacher again asked for 
the book. May pleaded to take it home, 
promising to bring it back the next day. 
She did, too, and thereafter she read 
whatever was placed on the teacher's 
desk. 

Similarly, Fader (1973), in Naked Chil- 
dren, writes of Wentworth, a young man 
observed in an English class for low read- 
ers. Wentworth was reading a sophis- 
ticated automotive magazine during 
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school. Afterwards, Fader asked him why 
he was in such a low English class since 
certainly he could read. Wcntwrth's re- 
ply was that he didn't want teachers to 
know what he could do because then he 
would have to read what they wanted in- 
stead of what he wanted. Estes and 
Vaughan (1978, 1985) cited students like 
Wentworth as evidence of the ^Ventworth 
Syndrome"-kids who can read, but who 
choose not to let their teachers know. 
They do not let their teachers know for 
many reasons; one is that they want con- 
trol over their own activities. 

Such reluctance is not unusual in mid- 
dle school reading programs. How can 
we change reading programs to help 
such students? The reading and writing 
activities that follow (all of which have 
been well accepted by our teachers) take 
advantage of the strengths and character- 
istics of literacy processes while building 
on the energetic, social nature of the stu- 
dent who is struggling to know, to build, 
and to understand. Together they pro- 
mote authentic literacy experiences, a 
critical instructional feature. 

Reading aloud. We read aloud to our 
students daily. Reading should consist of 
a rich diet of literature, poetry, and expo- 
sition, and should represent a wide range 
of topics and interests. Reading aloud 
can have a number of uses. Students can 
respond to it critically either during oral 
discussions or in personal journals. Stu- 
dents can use information from reading 
aloud in projects or can follow up on 
what is shared by silently reading similar 
works. The teacher's modeling of oral 
reading also can help students when they 
read aloud their own writing. 
B( oks and other materials selected to 



be read aloud should be on students' in- 
tellectual and social levels, but it is not 
necessary that they be readable by stu- 
dents. Students need only to listen to and 
engage in ideas, problems, emotions, 
and information. Listening can be done 
with more difficult text than they would 
read independently. The selected materi- 
als should be something the teacher likes 
and can read aloud well. Lists of sug- 
gested read-aloud material are available 
from local librarians, the National Coun- 
cil of Teachers of English, Journal of 
Reading, The Reading Teacher, and 
commercial publications such as The 
New Read-Aloud Handbook by Jim 
Trelease(l989). 

There are many good reasons for 
reading aloud. First, students cooperate 
while listening the teacher and share 
emotional re^jonses to the story. Sec- 
ond, such reading provides a common 
experience and a common knowledge 
base for a class to share. Third, while 
being read to, students hear the flow of 
language that helps them construct 
meaning and develop interpretive tech- 
niques. Fourth, reading aloud is an effec- 
tive way to settle a class. Many teachers 
read aloud at the beginning of class peri- 
ods, and their students are rarely late to 
class. Finally, reading aloud introduces 
students to the teacher's interests and in- 
vites them to see a teacher in a different 
light. Atwell (1987) relates that some 
students were so convinced of her inter- 
est in certain relevant topics that they 
would write their journals to her because 
"only she could understand," something 
that could not have happened if it had not 
been for her compelling and interesting 
read-aloud sessions. 
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Independent reading. Our middle 
schoolers also have time every day for 
independent reading. They select their 
own reading material, which may or 
may not relate to their content-area stud- 
ies or projects. This practice requires 
only that an abundance of materials be 
available from which students may 
choose. Again, lists for stocking the li- 
brary and reading rooms are readily 
available from professional and commer- 
cial sources, and students themselves are 
a wonderful resource for needed materi- 
als. 

Various methods can be used to en- 
courage independent reading. For exam- 
ple, an in-school "Young Readers" 
program might be sponsored on a yearly 
basis. Young Readers is a popular event 
in many states and regions. The children 
nominate about 20 books as "the best 
book I ever read." During the next year, 
students read a certain number of books 
on the recommended list and at the end 
of the year vote for their favorite book. 
The author of that book is then brought 
to the region for a Young Readers Con- 
ference. A similar program could be run 
just as effectively on a schoolwide basis. 

Another idea is to display a Top Ten 
reading list for the school. A librarian 
and perhaps a student committee can 
keep track of the titles most often 
checked out and maybe even have the 
students fill out a reaction form. Stu- 
dents thus can learn what their peers 
think are "the best books." 

Independent reading is important for 
several reasons. First, it is a good way to 
gather assessment information (see 
Chapter 9, this book). Second, interdis- 
ciplinary projects, common in the mid- 



dle school curriculum, stimulate reading 
interests. Third, students often become 
interested in a particular author, and in- 
dependent reading time gives them the 
opportunity to follow up on those inter- 
ests. Fourth, students can use their in- 
dependent reading for information they 
may use later in their own wriung 
efforts. 

Our teachers make students responsi- 
ble for keeping records of their indepen- 
dent reading activities. Students use 
folders, checklists, and notebooks to 
make a public record of how they spend 
their time. Teachers and students confer 
to set goals and assess progress. Prac- 
tices such as independent reading are op- 
portunities for students to control much 
of their own activity. Successful teachers 
think about what is involved in the inde- 
pendent activity and provide modeling 
and explanation for students who might 
have difficulty with the responsibility. 

Writing groups. This practice has re- 
cently received much attention from 
teachers. The idea is that students write 
what they choose to write and share it 
with their peers for feedback, evalua- 
tion, recommendations for rewrite, and 
possible publication. Atwell (1987) calls 
these groups Writing Workshops, and 
Harste, Woodward, and Burke (1984) 
call them Authoring Cycles; other labels 
probably exist for basically the same 
process. While each might differ slightly 
in format or design, the purpose in all of 
them is to have students write what they 
care about, know about, and want to 
know about by having them engage in 
real or authentic writing. 

A program that emphasizes student 
writing and the writing process is com- 
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patible with middle school youngsters. It 
suits their social and psychological needs 
to know and explore. It bridges the proc- 
esses of reading and writing because all 
language processes are employed as stu- 
dents read and rewrite their work. 

Students can write in the genre of the 
content area being studied. Research re- 
ported by Langer and Applebee (Apple- 
bee, 1981; Langer & Applebee, 1987) 
suggests that students have little oppor- 
tunity to write in their content area 
classrooms and that when students do 
write, the quality and quantity of knowl- 
edge acquired and understood improves 
dramatically. All kinds of writing are 
important because as readers write they 
must construct meaning, and construc- 
tion of meaning is the key to reading 
comprehension. 

Strategy Instruction 

A second focus of change was strate- 
gies. Our middle schoolers benefit from 
strategy instruction when reading and 
wrning. This instruction can make the 
differerce between successfiil risk-takers 
who make great strides in accomplishing 
the goals of the school curriculum and 
students who are frustrated because they 
lack the strategies to try. In the following 
sections, we describe the criteria used to 
select strategies for such instruction, 
suggest one strategy, and explain the 
rationale behind it (see Chapters 5 and 6 
as well as the next two chapters, this 
Volume). 

First, a word of caution. We need to 
recognize that some students will de- 
velop their own strategies and that those 
strategies might be more effective and 
efficient than what reading/literacy edu- 



cators might generate. We also need > 
realize that sometimes our recommended 
strategies get in the way of what some 
students do naturally. 

A recommended plan. Teachers can 
make good decisirns when planning for 
strategy instruction by following guiding 
questions suggested by Anders and Pear- 
son (1984, p. 314): 

1. Whafl Students need to know what 
it is you want them to do. They must, in 
effect, develop a concept of the strategy. 
And to know what something is, they 
will have to know what it is not. For ex- 
ample, if they are to learn main ideas, 
they need an operational definition of a 
main idea and they need to know how a 
main idea differs from a detail or an ir- 
relevant statement. They need to be able 
to recognize one when it "hits them in 
the face." 

2. Howl What all students need des- 
perately is a set of procedures to use 
when they are asked to apply a strategy. 
Where do I start? What do I try first? 
Second? What do I do when I don't suc- 
ceed the first time? 

3. Why! We would argue that if you 
cannot generate a legitimate, understand- 
able reason for asking students to per- 
form a task— a reason you can share with 
them -then perhaps you should not teach 
the task. We believe the answer to why 
should relate to the purposes for the 
reading. The purposes for the reading 
should be for certain types of informa- 
tion, for a literary experience, or for 
pleasure and escape. The strategy is 
taught and practiced because it may help 
the reader accomplish that functional 
goa). 
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4. Whenl We assume that not all strat- 
egies were meant to be applied to all 
texts or to all tasks. Part of the effective 
use of a strategy is knowing when to ig- 
nore it. For example, in teaching about 
main ideas, we would likely want stu- 
dents to reserve it for informational texts 
and to forget it when they were reading 
stories. 

By answering these questions, we 
limit strategies to those that are most 
helpful to students. We believe certain 
strategies are particularly suited to mid- 
dle school students because of the char- 
acteristics these strategies share with 
characteristics of the middle school stu- 
dent (Bos & Anders, in progress). Eight 
characteristics of such strategies follow. 

The first characteristic is that these 
strategies help students activate prior 
knowledge. Sometimes students are net 
aware that what they know from the real 
world can be related to school learning. 
The strategies themselves do not provide 
answers for students; rather, students 
must rely on what they have experienced 
or known in the past. 

Second, such strategies help students 
see the organized and hierarchical nature 
of knowledge. Through the use of inter- 
active strategies, students will organize 
their prior knowledge to connect it with 
new knowledge. 

Third, strategies help students predict 
relationships between and among higher 
and lower ideas in a hierarchy. Knowl- 
edge is categorical; it relates to other 
ideas; it has connectedness. Strategies 
should make explicit the interrelatedness 
as well as the hierarchical nature of 
knowledge. As students engage in the 

O 

ERIC 



strategies, you can almost see them move 
up and down, inside and out, and all 
around the ideas and their connections. 

Fourth, strategies encourage coopera- 
tive learning among students. Students 
are asked to justify their thinking and to 
compare their thinking with that of those 
around them. Students work to achieve a 
consensus through discussion, data gath- 
ering and logic. This characteristic is 
particularly appealing to the social nat- 
ure of the middle school student. 

Fifth, strategies promote the setting of 
purposes before reading. Reading ex- 
perts long have known the importance of 
purpose setting for reading comprehen- 
sion (Stauffer, 1969), and strategies pro- 
mote such thinking and planning. 

Sixth, strategies encourage students to 
read to see if their predictions are borne 
out by the author in the content area text 
reading assignment. Using a prereading 
interactive strategy as a during- and 
after-reading aid helps students read and 
think to confirm the predicted relation- 
ships between and among ideas. 

Seventh, as students elaborate on their 
strategies after reading, the processes of 
prediction, confirmation, and integration 
are enhanced. Students return to the text 
(and, in some cases, to other sources) to 
gather enough information to satisfacto- 
rily categorize and relate information. 

Eighth, strategies help students distin- 
guish between and among distinctive fea- 
tures of ideas. The details that make one 
idea relate to another become apparent. 

Thus, strategies help students connect 
with authentr ideas, ideas that help them 
make sense of their world. These strate- 
gies have been demonstrated tc be suc- 
cessful with mildly handicapped students 
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from ages 9 through 18 (Anders, Bos, & 
Filip, 1984; Bos et al., 1985), as well as 
with nonhandicapped eighth graders 
(Anders, Bos, & Wilde, 1986). 

A sample strategy. The Semantic- 
Syntactic Feature Analysis (ssfa) is one 
of the strategies ue use. It employs both 
a matrix chart and modified cloze-type 
sentences. Thus, when talking about the 



ssfa strategy, we often refer to it as the 
relationship chart and sentences. 

The original idea for ssfa came from 
the work of Johnson, Toms-Bronowski, 
and Pittelman (1981), who investigated 
the efficacy of the relationship chart for 
vocabulary earning. Students :$ing the 
relationship chart demonstrated success 
in learning meanings and remembering 
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Figure 2 

Relationship Sentences 
Fossils 

1. Trilobites were animals that lived in the _ and that are now . 

2. and are extinct land animals. 

3. A sea animal that is now extinct is a . 

4. Fern fossils are fossils of that lived on the land and that are 



5 9 f and are animals that live on land or in lakes 

and are not extinct. 



new words. Anders and Bos (1986) sug- 
gested that the relationship chart should 
be adapted for vocabulary and compre- 
hension instruction in the content areas. 

To develop a relationship chart (Figure 
1), we first read an assignment to deter- 
mine the main concepts, as represented 
by a word or a phrase in the text. Second, 
we list those concepts. Third, we study 
the list to determine the idea representing 
the superordinate concept, or the idea that 
includes all the others and becomes the 
name for the relationship chart. Some- 
times we have found that the superordi- 
nate concept is implied but not listed, in 
which case we simply add the concept to 
the list. Fourth, we organize the list by 
categorizing ideas that seem to go to- 
gether. In the passage on fossils, we 
found three categories of important ideas: 
type of life, location, and whether the fos- 
sil represents an extinct form of life. 
Fifth, we list the headings for each of the 
categories across the top of the page. 
These may be thought of as coordinate- 
level concepts, or concepts that tie to- 
gether ideas. If an author does not use 
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words that should be category headings, 
add those terms to the vocabulary concept 
list. Notice that these are labeled Impor- 
tant Ideas on the student's relationship 
chart. Finally, we list the words and 
phrases down the side of the chart, where 
they are identified as Important Words. 

Before asking students to read the as- 
signment, give each one a copy of the re- 
lationship chart. Using a model chart at 
the front of the room, explain its purpose 
and how it is to be used to discuss ideas 
in preparation for a reading assignment. 
Explain that we are looking for connec- 
tions between ideas. When an important 
idea and an important word are con- 
nected, we will put a + in the box; when 
they are not connected, we will put a 0 in 
the box; and when we cannot decide, we 
will put a ? in the box. 

Introduce the superordinate concept 
and the important ideas. This is an op- 
portune time to ask students what they 
already know about these ideas. We have 
found that some students almost always 
have background knowledge to offer the 
class. Once meanings for the superordi- 
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nate concept and the important ideas 
have been established, introduce the first 
important word. Encourage students to 
share their current knowledge. With 
more technical vocabulary, students of- 
ten possess less background knowledge. 
In most instances, we provide the con- 
ceptual meaning for the word. In other 
instances, we ask students to read to dis- 
cover the meaning. For example, in the 
case of the relationship chart for fossils, 
none of our students knew the technical 
meaning of trilobites, crinoids, bryozo- 
ans, or brachiopods. However, they did 
predict that these were types of fossils 
Students filled out the relationship chart 
with this broad level of understanding 
and, when they began reading, they dis- 
covered the more technical definitions. 

After introducing the first important 
word, ask students to predict the rela- 
tionship between the word and each im- 
portant idea listed along the top of the 
chart. In determining each relationship, 
it is important to ask students for justifi- 
cations and explanations for the pre- 
dicted relationship. In this way, students 
analyze the critical features of the mean- 
ing and contribute their background 
knowledge to the discussion. Use the 
symbol system to record their predic- 
tions on the model relationship chart, 
and have students record them on their 
inidividual charts. Through discussion, 
attempt to reach a consensus. When con- 
sensus within the group is not possible, 
place a question mark in the appropriate 
box. Later, when the students read, en- 
courage them to read to resolve the lack 
of consensus. 

Complete this procedure for each 
word (this discussion generally takes 



about 30 minutes for 20 to 25 concepts). 

Next, ask students to use the informa- 
tion from the chart to predict the appro- 
priate words to fill in the blanks in the 
relationship sentences (Figure 2). The 
sentences ask students to further connect 
ideas. We have found them to be particu- 
larly effective for enhancing long-term 
memory (Anders & Bos, 1988). In some 
cases, the class will not agree on the 
word or words to go in a sentence, and 
students are instructed to read to find out 
which word(s) would be more appropri- 
ate. Sometimes, the text is not adequate 
to confirm students' predictions, and we 
must refer to other sources. 

Next, students read the passage to ver- 
ify or reject their predictions and to 
search for information that may help to 
predict the relationship between ideas for 
which no consensus could be found. Af- 
ter reading, students compare their chart 
and sentences with the information from 
the text. We try to reach a consensus, ei- 
ther by using the information provided in 
the text or by finding other resources that 
may address our concerns. 

The relationship chart might be 
adapted in a couple of ways. One way 
would be to change the symbol system 
used to signify the predicted relation- 
ships. When relationships are varied 
rather than absolute, numbers could be 
used, with a 1 signifying a very low rela- 
tionship, a 2 meaning that ideas were 
somewhat related, and a 3 meaning that 
ideas were highly related. Another 
change in the chart might be to make the 
chart open ended at both the coordinate 
and detail levels. These blanks would be 
used if new categories or details emerged 
during discussion or reading. Students 
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fciso could begin 10 generate their own 
sentences. Such changes make the strat- 
egy even more interactive and give stu- 
dents more responsibility for deter- 
mining important ideas, details, and re- 
lationships. As students become adept at 
creating such relationship charts, they 
become more independent learners. 



teachers are more complicated than 
seeds, they need considerable nurturing. 
It is up to those who are responsible for 
the organization and maintenance of the 
middle school to provide the conditions 
and environment for such nurturing. 



Conclusion 

Our work suggests that even the least 
skilled students improve when given the 
opportunity to participate in authentic lit- 
eracy experiences and when they know 
how to use certain strategies. Thus, we 
believe that authentic literacy experi- 
ences and strategy use are critical fea- 
tures of the middle school reading 
program. 

Achieving such change, however, is 
hindered by several realities. Supervi- 
sors and administrators often have con- 
tradictory agendas; change is threat- 
ening; many veteran teachers are content 
with their present methods; and newer 
teachers are not in a position to institute 
new programs. Consequently, leadership 
and staff development is critical for edu- 
cational change. 

When thinking of change and the 
growth that accompanies any change 
process, we are reminded of a seed. 
When a seed is planted in the ground it 
changes. If the environment is right and if 
the seed is nurtured and fed, it destroys its 
"seed self and becomes a seedling, and 
eventually a fruit-bearing plant. The para- 
dox here is that in order to grow, the seed 
has to self-destruct. In many ways, this is 
analogous to what hapoens as a child be- 
comes an early adolescent and as teachers 
learn to change. Because children and 
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THIS IS THE STORY OF 
a program used in grades 6- 
8 in the Orange County 
Public Schools in Orlando, Florida. It is 
illustrative of the recent recon> .ptualiza- 
tion of reading as a strategic process (see 
Chapter 6, this volum^ and of the move- 
ment away from teaching discrete skills 
in a basal reader. In this program stu- 
dents are involved in practical reading 
and writing activities using the assigned 
content area texts, with an emphasis on 
strategies good readers use (Paris, Lip- 
son, & Wixson, 1983). 

What Should Be in a Strategic 
Reading Program 

As our reading curriculum was formu- 
lated, five areas of focus emerged, stu- 
dents' needs, teachers' role, move to 
expository text, gradual progression, and 
learning environment. 




strategic reading. Middle 
school students are search- 
ing for self. They want in- 
dependence. Physically they need to be 
active (George, 1983; Irvin, 1990; 
Lounsbury, 1984). When middle school- 
ers use strategies that include discussing 
and accepting others' ideas, social and 
emotional needs are being met simulta- 
neously. Peer interactions facilitated by 
using thinking strategies in cooperative 
learning groups make powerful incen- 
tives to participate in the classroom. Pos- 
itive self-concept is reinforced through 
learning strategies that can help students 
improve their grades and develop an un- 
derstanding of the subject area. By build- 
ing on students 1 prior knowledge before 
lessons and teaching metacognitive strat- 
egies, teachers increase interest and mo- 
tivation, changing students' passive 
reactions into active learning goals. 



Students 9 Needs 

Students' needs provide the basis to; 



Teachers* Role 

Middle school teachers provide expla- 
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nations about how, why, when, and 
where to use learning and thinking strat- 
egies. They provide instruction, model- 
ing, and practice in using strategies. For 
instance, modeling a think aloud strategy 
for understanding a passage of text as- 
sures the student that even teachers must 
interact with the text for comprehension 
while reading. This is similar to what 
was recommended by psychologist 
Vygotsky (Vygotsky, 1978; Wertsch, 
1985), who saw adults as instructors, 
supporters, and helpers in the learning 
process. He described a potential zone of 
development (or range of success) from a 
learning, or beginning, level to a much 
higher level if the student is encouraged 
and assisted by a supportive teacher. The 
teacher is a mediator between the student 
and the challenging content, providing 
the student with scaffolding that is grad- 
ually removed as the learner becomes 
more successful at the task. 

Moving to Expository Text 

Teachers must demonstrate strategy 
instruction using expository as well as 
narrative text, encouraging students to 
accumulate a repertoire of strategies that 
work for them when they are studying by 
themselves and have trouble with an ex- 
positor text assignment in, say, geogra- 
phy or earth science. Learning to read 
content or information texts takes time 
and practice. The middle school years 
provide the time for this transition from 
narrative stories of elementary instruc- 
tion to expository texts where the fecus 
is on learning content. 

Interest and familiarity with a text is 
fostered by activities that have students 
identify table of contents, glossary, in- 



dex, maps, charts, and chapter headings. 
Teachers need to be aware of sections of 
text that are inconsiderate— written in a 
language or style not easy to understand. 
Armbruster and Anderson (1984) list 
some questions to help teachers identify 
inconsiderateness in a textbook to help 
determine when students need extra 
help. 

• Are the arrangement of ideas or 
building blocks of the specific sub- 
ject area and the relationships con- 
necting those ideas presented in a 
way students can grasp? 

• Are the relationships among ideas 
clear enough for logical connec- 
tions? Is there ambiguity, obscurity 
of expression, or wordiness? Does 
one idea flow to the next? 

• Is one point at a time addressed, 
with no irrelevant or distracting in- 
formation? 

• Does the text fit the knowledge base 
of the reader? 

To help students organize textbook in- 
formation so they can link it to prior 
knowledge or show logical relationships, 
interaction frames modeled after the or- 
ganization patterns of the text are help- 
ful. For example, a compare and contrast 
matrix frame or a problem and solution 
frame, recommended by Jones and col- 
leagues (1987), increases students* moti- 
vation, participation, and learning by 
logically organizing the text information. 

Gradual Progression 

The fourth aspect of a strategic read- • 
ing program is the transition from full 
support during the initial learning of a 



ISO 



173 



Figure 1 
Modeling Teaching Strategies 
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strategy to student independence in com- 
prehending text (Paris, 1985, Pearson, 
1985). Stages for teaching strategies, 
shown in Figure 1, illustrate this pro- 
gression. (Information in Figure 1 is 
adapted from an article by Gordon, 
1985.) 

Note that in the fir^t stage the teacher 
demonstrates all the steps with detailed 
modeling and explanations. As the 
stages progress, students learn through 
practice steps. Each of the stages *nay 
have iO be repeated until students have 
thorough understanding and control of 
the strategy. By Stage 5, the teacher has 
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released the learning responsibility to the 
student, who is an independent learner 
with that strategy. 

Learning Environment 

The final fr us was the environment, 
particularly the interaction of students 
with other students, students with the 
teacher, and students with instructional 
materials. Creating a climate for think- 
ing and trying out new ideas helps satisfy 
transescents 1 need to explore, particu- 
larly with their peers. For example, 
arranging desks in groups of four fa- 
cilitates interaction during a multimode 
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discussion cycle such as Think-Pair- 
Share, in which students listen to a ques- 
tion or presentation, have time to think 
individually, talk with one another in 
pairs or groups of four, and finally share 
responses whh the larger group (Mc- 
Tighe & Lyman, 1988). Selecting con- 
tent that explores and encourages 
creative thinking and appreciation for the 
opinions of others increases interaction 
between student and teacher. Organizing 
the class for large group or cooperative 
learning group discussions increases stu- 
dents' opportunities to comprehend what 
they read in content area texts (Alver- 
mann, Dillon, & O'Brien, 1987). 

Students need to realize that learning 
and remembering requires them to use 
what is in their heads (background expe- 
rience) plus what the author has said to 
build a more lasting understanding. 
Think-aloud demonstrations by teachers, 
describing what is going on in their 
heads while reading, give studerus an 
idea of how to interact with the text to get 
meaning (Davey, 1983; Chapter 6, this 
volume). Activities such as these help 
build a classroom climate in which it is 
all right for students to be creative in 
thinking of solutions as long as they pro- 
duce evidence for their conclusions. 

The Change Process 

Where We Were When We Started 

For the 15 years before starting the 
change process, the reading program in 
Orange County consisted of a single ba- 
sal reader with an accompanying man- 
agement system. The result was 
fragmented skill instruction, reinforced 
by the criterion-referenced State Student 
Assessment Tests of Minimal Skills 
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(given in grades 3, 6, 8, and 1 1). Sec- 
ondary reading programs consisted of 
diagnostic-prescriptive labs, at least one 
per school (some schools had three). 

In the late seventies, the district moved 
to the University of Florida's P.K. Yonge 
model, in which a content area teacher 
brought the entire class to the lab three 
days a week for nine weeks. A devel- 
opmental, individualized, diagnostic- 
prescriptive approach was used as the 
reading teacher and the content area 
teacher worked together managing pre- 
scriptions with kits, workbooks, and 
reading machines. This team effort pro- 
vided content area teachers with inser- 
vice reading experience. Students 
thought reading lab was a neat place to 
go because everyone in the class partici- 
pated and was successful. Although the 
reading lab files were full of success sto- 
ries, these same students were not com- 
prehending their reading assignments in 
content area classrooms. 

Deciding the Next Step 

In trying to decide how to improve our 
program, we read articles in The Read- 
ing Teacher and Journal of Reading, at- 
tended presentations at the International 
Reading Association (ira) Convention 
and the National Reading Conference 
(nrc), and held discussions at the Con- 
ference on Reading Research (corr). 
These experiences guided us in taking 
new directions in reading instruction. In 
addition, research at the Institute for Re- 
search on Teaching (irt), Michigan State 
University, pointed out the need for 
much more active, constructive, discus- 
sion-filled teaching than was permitted in 
our diagnostic-prescriptive lab setting. 
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Initiating Change 

In creating change, the Orange County 
School District identified key people- 
consultants, principals, teachers, admin- 
istrators—to envision a strategic reading 
program for middle schools and to help 
convert the program into practice. As 
these people spent time together study- 
ing and discussing the research, they rec- 
ognized that we needed a new definition 
of reading. More than decoding and 
word-by-'vord plodding, reading is an 
active, constructive thinking process that 
goes on before, during, and after reading 
text. Reading is the interaction of the 
reader, the text, and the context (Duffy, 
Roehler, & Mason, 1984; P&lincsar & 
Brown, 1985). We also needed to change 
the way we (1) asked questions, (2) prac- 
ticed and taught vocabulary, (3) provided 
comprehension instruction, (4) related 
comprehension and composition, and (5) 
viewed the teacher's role (Cook, 1986; 
Pearson, 1985; Wixson & Peters, 1984). 

Changes in the reading program were 
initiated with selection in 1982 of the 
College Board's Degrees of Reading 
Power (drp) program for assessing read- 
ing. The drp was selected because it 
seemed to make testing more educational 
(Haaey, 1983), and was a pragmatic ef- 
fort to move away from discrete skill 
testing toward the measurement of the 
process of reading. The drp emphasizes 
three components: ^1) a comprehension 
test with a cloze-type format that mea- 
sures the most difficult prose a student 
can process, (2) a readability measure 
for the student's textbook, and (3) a staff 
development effort to assist the teachers 
in developing strategic readers (Paris, 
Lipson, & Wixson, 1983). The drp as- 



sesses students and instructional materi- 
als so teachers can know how wide a gap 
exists between the two. 

Teachers set classroom goals by com- 
paring students' drp comprehension abil- 
ity with the drp readability analysis of 
instructional materials. Discrepancies in 
drp measures indicated : nstructional 
needs. Additionally, the drp information 
helped teachers establish compatible 
classroom learning groups, analyze in- 
structional materials and texts for read- 
ability, purchase classroom textbooks, 
and gather data that show student or 
class achievement growth. 

Classroom action resea r ch also proved 
to be a valuable ally in helping teachers 
prove to themselves that they were mak- 
ing a difference. For example, by using a 
strategy such as graphic organizers with 
the second period clas. 3nly, but giving 
the same pre- and posttest to all classes, 
a teacher received solid verification that 
using graphic organizers improves learn- 
ing and remembering (? * nahan, 1985). 

Developing the Curriculum 

A committee of elementary, middle, 
and secondary school teachers, princi- 
pals, reading resource teachers, and con- 
sultants collaborated for several months 
to design a middle school reading pro- 
gram. Their objectives for a middle 
school reading program were to: 

• Teach students that reading is an in- 
teractive process of getting meaning 
from print. 

• Help make a transition from learn- 
ing-to-read to reading-to-learn. 

• Provide instruction in the acquisi- 
tion of basic reading skills through 
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an integrated reading process. 

• Help students develop a basic sight 
vocabulary and expand their con- 
cepts to enable them tc read mate- 
rial with comprehension and at a 
rate appropriate to the purpose of 
the reading task and the material's 
level of difficulty. 

0 Help students internalize the read- 
ing-learning piocess across the cur- 
riculum so they wouid value and use 
reading as a process of obtaining 
meaning for lifelong learning. 

Districtwide writing teams of teachers 
used these objectives in building a read- 
ing curriculum. They produced a hand- 
book, Middle School Curriculum 
Planning Guide for Reading (ocps, 
1986), which was given to every middle 
school reading teacher. This handbook 
identified key strategies from the re- 
search that wouid produce strategic 
teachers and strategic readers. A series 
of 32 folders was developed, one for 
each of the identified strategies. Each 
strategy folder contained five compo- 
nents: (1) a description of the strategy, 

(2) the procedure for using the strategy, 

(3) a bibliography of v/here more infor- 
mation could be located about the strat- 
egy, (4) some handouts and transparency 
Madeline masters to use when presenting 
Jie strategy to the staff, and (5) articles 
from research about the strategy. 

Each reading teacher uses the Curricu- 
lum Plarning Guide as well as the Read- 
ing Resource Specialist Handbook 
(ocps, 1985). Although basal reader 
texts are available, the major focus is 
to teach content area reading-learning 



strategies to help students become strate- 
gic readers across the curriculum. 

Draining the Tbachers 

The'.e is always resistance to change, 
so our shift to teaching strategic reading 
in Orange County was gradual, even 
with many inservice sessions on the re- 
conceptualization of reading and what it 
meant for our reading program. Reading 
teachers needed to expand their thinking 
to include reading as a process that caj 
be applied across the curriculum. Con- 
tent teachers needed to recognize that 
they must help students bridge the gap 
between what they already know and the 
new subject knowledge being studied. 

Teachers who were experimenting 
with new methods reported in sharing 
sessions that teaching learning strategies 
with content textbooks created interest 
and motivation for students. These ses- 
sions proved helpful to content area 
teachers and their classroom teaching 
(Monahan, 1985) as well as to reading 
teachers. 

In the sixth grade, reading teachers, 
one for each team of math, science, so- 
cial studies, and language arts, now have 
two full days of staff development during 
the school year. These teachers become 
reading resource "specialists , M showing 
their team how to use strategies in their 
classes. When students hear about 
graphic organizers in math, in science, 
in social studies and in language arts 
class, they begin to recognize the value 
of graphic organizers and use them in all 
learning settings. 

In the seventh and eighth grades, a 
reading resource specialist (rrs) serves 
each middle school. The rrs is not as- 
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signed students, but works with the con- 
tent area teachers in organizing and 
managing reading strategies. The rrs 
also participates in team teaching efforts 
with classroom teachers, provides inser- 
vice training for the school staff in the 
area of reading, and interprets the read- 
ing program for parents and the commu- 
nity. Monthly inservice sessions for all 
18 reading resource specialists in the dis- 
trict help ensure networking and encour- 
age them to generate new ideas as they 
study the research. 

Resources and District Support 

In addition to the materials available 
for each sixth grade teacher and each 
rrs, each school has the following mate- 
rials: 

0 drp tests and Micra-drp software 
(College TJoard) to measure students* 
comprehension ability and textbook 
difficulty. 

e Becoming a Nation of Readers (An- 
derson et al., 1985), the Report of 
the Commission on Reading. 

• Content Reading Including Study 
Systems (Santa et al., 1988), which 
focuses on teaching students how to 
lem through reading, studying, and 
writing strategies incorporated as 
part of content instruction. 

• Guide to Curriculum Planning in 
Reading (Cook, 1986), developed 
to assist in the implementation of 
current views about reading, also 
serves as a valuable resource and 
reference. 

• New Directions in Reading Instruc- 
tion (Monahan & Hinson, 1988), an 
attractive flip chart that classroom 



teachers can use to obtain a handy 
overview of current research plus 
summaries of several powerful strat- 
egies. 

* A list of research-based articles 
from current journals and profes- 
sional books on reading, which re- 
flects the new view of rezln^ 
instruction and is used during inser- 
vice sessions. 

A program consultant and a resource 
teacher provide additional support. Two 
days of districtwide staff development 
are provided, one in preplanning and one 
at midterm. Each spring, the middle and 
secondary reading departments sponsor 
a two-day statewide invitational reading 
seminar to provide time for reading 
teachers and content area teachers to 
learn, share, and grow. Nationally 
known researchers participate at these 
seminars and other special professional 
days. Teachers themselves present in 
breakout sessions. For example, a high 
school physics teacher might relate that 
her students rely sc much on graphic or- 
ganizers that they will not begin an as- 
signment until they have prepared one 
with their teacher. Next door might be a 
sixth grade reading teacher describing 
the steps of applying reciprocal teaching 
to a social studies assignment, while in 
yet another session down the hall thrce 
middle school principals describe and 
compare strengths of their reading pro- 
grams. 

These professional growth and devel- 
opment opportunities focus on how to 
teach reading as an interactive, construc- 
tive, strategic process. Emphasis is 
placed on background knowledge activa- 
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tion, purpose setting, prediction, direct 
explanation, modeling, self-monitoring, 
question-answer relationships, guided- 
to-independent practice with reinforce- 
ment, and feedback. Ways are stressed to 
promote extensive team planning be- 
tween the content area teachers and the 
reading teachers. This results in having 
both enthusiastic reading teachers and 
content area teachers dedicated to devel- 
oping strategic readers. 

At these monthly training sessions, a 
teacher might demonstrate u ow a se- 
mantic mapping strategy (Johnson & 
Pearson 1984) was used in his or her 
classroom and then invite anyone to 
come visit and see it in action. v isitation 
is encouraged both witiiin schools and to 
other schools. The reading resource 
teacher or curriculum facilitator covers 
the class of the visiting teacher. 

Research-Based Strategies 

As Herrmann (Chapter 6) described, 
strategic readers can analyze their read- 
ing tasks by setting the purpose for read- 
ing and then selecting the right strategy 
or strategies for getting it done. The stra- 
tegic reader is described more fully in 
Figure 2. 

The strategies described in this section 
are a sample of those we use in our mid- 
dle schools. All of them combine read- 
ing and writing. Some become almost 
insiant favorites with both teachers and 
students. 

Semantic Mapping actively involves 
student *n a visual method of expanding 
and extending vocabulary knowledge by 
displaying in a relationship pattern 
words related to other words or con- 
cepts. Assign stu. *nts to work in groups 



and ask them to jot down in categories as 
many words as they can think of that are 
related to the concept being explored. 
Write the selected concept on the chalk- 
board with spokes extending outward, 
each waiting for a category list to be ai- 
tached. Using the groups' results, com- 
pile a class semantic map on the 
chalkboard while conducting a discus- 
sion focusing on key categories. The in- 
dividual or group map makes a great 
springboard for a writing activity 
(Johnson & Pfearson, 1984). 

Reciprocal leaching helps produce ac- 
tive readers. Teacher and students work 
together in small groups with the teacher 
initially modeling a strategy and then 
leading students to become the "teacher" 
and teach the strategy. Four strategies 
taught in this way to help students moni- 
tor their understanding and learning of 
textbook selections are (1) devising ques- 
tions about the text (self-questioning), 
(2) summarizing, (3) predicting what is 
going to happen next in the text, and (4) 
clarifying or resoJving inconsistencies. 
Research has established that reciprocal 
teaching with seventh and eighth grade 
learning disabled students results in sig- 
nificant gains across content areas 
(P&lincsar & Brown, 1986). 

Graphic Organizers assist teachers 
and students in identifying and classify- 
ing the major relationships between con- 
cepts, objectives, and key vocabulary of 
the lesson through visual representa- 
tions. For example, for a prereading ac- 
tivity the teacher analyzes the key 
vocabulary words and arranges them dia- 
grammatically in ways that highlight the 
xt meaning. For postreading, students 
can arrange key vocabulary terms pro- 



Monanan 



18G 



179 



Figure 2 
Profile of a Strategic Reader* 

The Strategic Reader 

• Understands how different reading goals and various kinds of texts require particular strat 
egies (analyzes) 

• Identifies task and sets purpose (discriminates between reading to study for a test and 
reading for pleasure) 

• Chooses appropriate strategies for the reading situation (plans) 

Reading, skimming, summarizing 
Paraphrasing 

Looking for important ideas 

Testing understanding 

Identifying pattern of text 

Sequencing the events 

Looking for relationships 

Reading ahead for clarification 

Mentally executing the directions 

Relating new knowledge to prior knowledge 

Summarizing 

Questioning 

Clarifying 

Predicting 

• Monitors comprehension, which involves 

Knowing that comprehension is occurring (monitors) 

Knowing what is being comprehended 

Knowing how to repair comprehension (regulates) 

• Develops a positive attitude toward reading 

♦Adapted irom Park. Lipson. & Wixson. 1983. & Cook. 1986 



viied in a list according to relationships 
they understood by creating a graphic or- 
ganizer of their own. Or, working in co- 
operative learning groups with the 
vocabulary words, students can arrange 
various relationship patterns or organiz- 
ers on 3"x5" cards. Sharing with the 
large group the rationales for their 
list brings out positive interaction 
and discussion (Moore, Readence, & 
Rickelman, 1988; Vaughan & Estes, 
1986). 

The Frayer Model helps analyze and 
test concept attainment and can be used 



as a word categorization activity. It is es- 
sential to present concepts in a relational 
manner because it helps understanding 
and remembering. Teachers should 
present relevant and irrelevant informa- 
tion about the concept, examples and 
nonexamples of the concept, and subor- 
dinate a.. u coordinate relationships of the 
concept. Figure 3 provides an exam- 
ple of the Frayer Model that works as a 
large group effort, in cooperative learn- 
ing group activities, or individually 
(Frayer, Frederick, &Klausmeier, 1969; 
Thelen, 1982). 
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Figure 3 
Frayer Model* 



Essential Characteristics 
Closed 
Plane figure 
More than 2 sides 
2-dimensional 
Made of line segments 



Examples 

Pentagon 

Hexagon 

Quadrilateral 

Rectangle 

Square 

Parallelogram 

Triangle 

Octogon 




Trapezoid 
Square 
Heptagon 
Rhombus 



Nonessential Characteristics 
Number of sides (must be higher 

than 2, though) 
Number of angles 
Equilateral (all sides same length) 
Scalene (all sides different length) 
Dioceles (at least 2 congruent 
sides) 
Isosceles 

Nonexamples 

Circle 
Cube 
Cylinder 
Sphere 
Cone 
Ray 



*Adapicd from Frayer, Frederick, & Klausmcir, 1969 



Informed Strategies for Learning ex- 
plicitly instruct students in strategic be- 
havior tasks and motivate then: to 
become independent learners. Teachers 
inform students about the strategy they 
are going to learn by discussing the strat- 
egy, how it works, when and why it 
should be used, and when it is not effec- 
tive. Then they model effective use of the 
strategy by demonstrating how it works 
in all parts of the curriculum. Students 
then practice on relevant materials, with 
teachers providing feedback and praise 
during discussions and after practices. 
Tne students gradually build their reper- 
toire of strategies as teachers withdraw 
explicit support (Paris, 1985). 



Semantic Feature Analysis shows how 
words differ. It requires minimal teacher 
preparation time because it capitalizes on 
a student's prior knowledge. List on the 
left border of a matrix some words 
within a chosen category. List across the 
top border some features shared by some 
of the words. Students decide which 
words share which features. Class dis- 
cussion provides further reinforceraent 
and clarification (Johnson & Pea:son, 
1984). 

Think Alouds feature teachers verbal- 
izing their thoughts while reading 
aloud - modeling the kinds of strategies 
skilled readers use during reading and 
pointing out specifically what chey are 
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doing to cope with a particular compre- 
hension problem. Points to make during 
think alouds (Davey, 1983) include: (1) 
make predictions; (2) describe the pic- 
ture you're forming in your head; (3) 
share an analogy that links new knowl- 
edge with prior knowledge; (4) verbalize 
a confusing point to show how you moni- 
tor your continuing comprehension; and 
(5) demonstrate fix-up strategies by re- 
reading, reading ahead, changing the 
picture in your head, and checking the 
context to figure out a word. 

k-w-l Plus Variation helps students 
activate prior knowledge and experience 
through a prediction chart. Completing 
the chart helps set purposes for reading 
and connects students' backgrounds to 
the concept at hand. Students read a few 
paragraphs to confirm, reject, or add to 
prior knowledge on the chart of predic- 
tions. This process continues until the 
assignment is completed. Students de- 
velop their ability to use their own expe- 
riences as they attempt to reconstruct an 
author's ideas during content area learn- 
ing. The chart -so provides a quick as- 
sessment of what students know about 
the topic to be studied, k-w-l Plus im- 
proves comprehension and summarizing 
abilities and enhances middle school stu- 
dents' self concepts (Ogle & Carr, 1987). 

Summarizing is a difficult strategy to 
learn. Teachers can make it easier by 
providing direct explanation of how to 
write summaries, modeling the process, 
giving guided practice in group sum- 
mary work, and allowing students to 
write individually (Brown, Campione, & 
Day, 1981). Taylor (1986) discussc. how 
to teach this strategy with a vr iety of in- 
novations, such as using a hierarchy, 



cooperative grouping, or mapping tech 
nique. Marshall (1989) suggests first 
creating a semantic map, turning it into a 
formal outline, and then using the major 
headings of the outline to write a 
summary. 

A One-Sentence Summary provides an 
overview of the main idea by having stu- 
dents state the idea or text being summa- 
rized, telling how it begins, what is in 
the middle, and how it ends. 

Story or Chapter Mapping uses the 
concept of semantic mapping to visually 
represent main ideas and supporting de- 
tails from stories or the key concepts in 
content area assignments. Using lesson 
objectives provided by the teacher, stu- 
dents map to organize ideas, receive in- 
formation, and think critically. Students 
are creating a product of their own, and 
since it is a student's personal interpreta- 
tion of the relationships of the major and 
supporting ideas presented, there is no 
right or wrong way (Anderson, 1978; 
Hanf, 1971). 

Question Answer Relationships 
(Raphael, 1984) teaches students that 
there is a three-way relationship between 
the question, the text to which it refers, 
and the knowledge the reader already has. 
This strategy helps students find informa 
tion in the text. 

The ReQuest Procedure, an acronym 
for reciprocal questioning, helps readers 
cope with text material. Teacher and stu- 
dents take turns asking one another ques- 
tions about common portions of an 
assignment they have read together. This 
helps students think and develop ques- 
tioning techniques and fosters an active 
search for meaning (Manzo, 1969, 
1985). 
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Summary 

Strategic reading can be taught and 
learned in school. To match the philoso- 
ph> of the middle school, there could be 
no better goal for the reading program. 
However, development of such a pro- 
gram requires much planning and careful 
implementation. 

References 

Alvcrmann, Donna E., Dillon, Deborah R., & 
O'Brien, David G. (1987). Using discussion 
to promote reading comprehension. Newark, 
DE: Internationa! Reading Association. 

Anderson, Richard C, Hicbcrt, Elfricda H., 
Scott, Judith A., & Wilkinson, Ian. (1985). 
Becoming a nation of readers: Tlie report of 
the commission on reading. Washington, DC: 
National Institute of Education. 

Anderson, Thomas H. (1978). Study skills and 
learning strategies (Technical Report No. 
104). Urbana, IL: University oflllinois, Cen- 
ter for the Study of Reading' 

Armbrustcr, Bonnie B., & Anderson, Thomas 
H. (1984) Content area textbooks. In Richard 
C. Anderson, Jean Osborn, & Robert J. Tier- 
ney (Eds.), Learning to read in American 
schools: Basal readers and context texis (pp. 
193-226). Hillsdale, NJ: Erlbaum. 

Brown, Ann L>, Campionc, Joseph C, & Day 
John D. (1981) Learning to learn: On train- 
ing students to learn from texts. Educational 
Researcher \ 10, 14-21. 

College Board. (1982). Understanding the drp: 
Charts and tables. New York: College En- 
trance Examination Board. 

Cook, Doris M. (Ed.). (1986). A guide to curric- 
ulum planning in reading. Madison, WI: 
Wisconsin Department of Public Instruction. 

Davcy, Beth. (1983). Think aloud: Modeling the 
cognitive processes of reading comprehen- 
sion. Journal of Reading, 26, 44-47. 

Duffy, Gerald G., Rochlcr, Laura R., & Mason, 
Jana. (1984). Comprehension instruction: 
Perspectives and suggestions. New York: 
Longman. 

Fraycr, Dorothy A., Frederick, William G., & 
Klausmeicr, Herbert J. (1969). A scheme for 
testing the level of concept mastery (Working 
Paper No. 16). Madison, WI: Wisconsin 
R&D Center for Cognitive Learning. 



George, Paul S. (1983). Vie theory z school. 
Columbus, OH: National Middle School 
Association. 

Gordon, Christine. (1985). Modeling inference 
awareness across the curriculum. Journal of 
Reading, 28, 444-447. 

Haney, Walt. (1983). Making testing more edu- 
cational. Educational Leadership, 43{2), 
4-13. 

Hanf, Marilyn B. (1971). Mapping: A technique 
for translating reading into thinking. Journal 
of Reading, 14, 225-230, 270. 

Irvin, Judith. (1990). Reading and the middle 
school student: Strategies to enhance literacy. 
Boston, MA: Allyn & Bacon. 

Johnson, Dale D., & Pearson, P. David. (1984). 
Teaching reading vocabulary (2nd cd.). New 
York: Holt, Rinehart & Winston. 

Jones, Beau F., Palincsar, Anncniaric, Ogle, 
Donna S., & Carr, Eileen G. Strategic teach- 
ing and learning, Alexandria, VA: Associa- 
tion frr Supervision and Curriculum 
Development. 

Lounsbury, John H. (Ed.). (1984). Perspectives: 
Middle school education, 1964-1984. 
Columbus, OH: National Middle School 
Association. 

Manzo, Anthony V. (1985). Expansion modules 
for the RcQucst, cat, grp, and reap reading/ 
study procedures. Journal of Reading, 28, 
498-502. 

Manzo, Anthony V. (1969). The RcQuest proce- 
dure. Journal of Reading, 13, 123-126. 

Marshall, Nancy. (1989). The students: Who arc 
they and how do I teach them? In James Flood 
and Diane Lapp (Eds.), Instructional strate- 
gies for content area reading and learning. 
Englewood Cliffs, NJ: Prentice Kail. 

McTighc, Jay, & Lyman, Frank, Jr. (1988). 
Cueing thinking in the classroom: The prom- 
ise of theory-embedded tools. Educational 
Leadership, 45(7), 18-24. 

Monahan, Joy N. (1985). Action research: 
Teachers working together. Greater Washing- 
ton Reading Journal, 10, 15-16, 22. 

Monahan, Joy N., & Hinson, Bess. (1988). New 
directions in reading instruction. Newark, 
DE: International Reading Association. 

Moore, David W., Rcadcncc, John E., & 
Rickelman, Robert J. (1988). Prereadlng 
activities for content area reading and 
learning (2nd cd.). Newark, DE: Interna- 
tional Reading Association. 

Ogle, Donna, & Carr, Eileen. (1987). k-w-l 
Plus: A strategy for comprehension and sum- 



183 



marization. Journal of Reading, 30, 626-63 1 . 
Orange County Public Schools. (1986). Middle 
school curriculum planning guide for read- 
ing. Orlando, FL: Orange County Public 
Schools. 

Orange County Public Schools. (1985). Reading 
resource specialist handbook. Orlando, FL; 
Orange County Public Schools. 

Palincsar, Anncmaric S., & Brown, Ann L. 
(19S6). Interactive teaching to promote inde- 
pendent learning from text. 77/ e Reading 
Teacher, 39, 111-111. 

Palincsar, Anncmarie S., & Brown, Ann L. 
(1985). Reciprocal teaching: Activities to 
promote "reading with your mind." In Theo- 
dore L. Harris & Eric J. Cooper (Eds.), 
Reading, thinking, and concept development. 
New York: College Board Publications. 

Paris, Scott G. (1985). Using classroom dia- 
logues and guided practice to teach compre- 
hension strategies. In Theodore L. Harris & 
Eric T. Cooper (Eds.), Reading, thinking, and 
concept development. New York: College 
Board Publications. 

Paris, Scott G., Lipson, Marge Y, & Wixson, 
Karen K. (1983). Becoming a strategic 
reader. Comtemporary Educational Psychol- 
ogy, 5,293-316. 

Pearson, P. David. (1985). Changing the face of 
reading comprehension instruction. The 
Reading Teacher, 38, 724-738. 

Raphael, Taffy E. (1984). Teaching learners 
about sources of information for answering 



comprehension questions. Journal of Read- 
ing,27(4), 303-311. 
Santa, Carol M., Danncr, Maureen, Nelson, 
Marylin, Havens, Lynn, Scalf, Jim, & Scalf, 
Lynn. (1988). Content reading including 
study systems. Reading, writing, and studying 
across the curriculum. Dubuque, IA. Ken- 
dall/Hunt. 

Taylor, Barbara M. (1986). Teaching middle 
grade students to summarize content textbook 
material. In James F. Bauman (Ed.), Teach- 
ing main idea comprehension. Newark, DE: 
Intcrnatic nal Reading Association. 

Thelen, Judith. (1982). Preparing students for 
content reading assignments. Journal of 
Reading, 25, 544-549. 

Vaughan, Joseph L., & Estes, Thomas H. 
(1986). Reading and reasoning beyond the 
primary grades. Boston, MA: Allyn & Ba- 
con. 

Vygotsky, Lev S. (1978). Mind in society. Hie 
development of higher psychological proc- 
esses. (M. Cole, V. John-Steiner, S. Scribner, 
& E. Saubcrman, Eds. and Trans.) Cam- 
bridge, MA: Harvard University Press. 

Wertsch, J.V. (1985). Vygotsky and the social 
formation of mind. Cambridge, MA. Harvard 
University Press. 

Wixson, Karen K., & Peters, Charts W. (1984). 
Reading redefined ^Michigan Reading Asso- 
ciation position paper). Grand Rapids, MI: 
Michigan Reading Association. 



191 

ERIC Developing a Strategic Reading Program 



Developing 
Integrated Programs 



Laura R. Roehler 
Kathryn LL Foley 
Mara T. Lud 
Carol A. Power 



THE FOLLOWING COM- 
ments were made by mid- 
die school teachers as they 




began a longitudinal staff development 
project designed to improve literacy in- 
struction. They reflect teachers' continu- 
ing concerns about limited time, content 
coverage, and student motivation. Inte- 
gration of subject matter can help allevi- 
ate these concerns. 

"If you want to really help, help me find 
more time." 

"I can t get through all the curriculum I 
have to teach now, yet every school year 
brings new curriculum for me to teach, 
and now you're adding literacy." 

"I feel like I'm going in a dozen directions 
at once. Nothing makes sense anymore. If 
Tm confused, think how the kids must 
feel." 

"We never have time to get into anything in 
depth." 

"Now they want me tc teach reading, and 
Tm a science teacher." 

"Where does motivation fit into all of 
this?" 



2 Integration means combin- 
ing concepts and strategies 
from different areas. For 
instance, classification strategies can be 
developed in mathematics, in science, 
and in reading; cause and effect, se- 
quencing, and compare-contrast strate- 
gies can be developed in social studies; 
and oral language can be developed in 
literature class and in the fine arts. In 
short, reading and language can be inte- 
grated with content areas. This chapter is 
the story of what one group of middle 
school teachers accomplished in this 
regard. 

Background 

A group of middle schoo 1 teachers and 
teacher educators in Michigan met to 
create and implement a program io im- 
prove students' reading and language 
usage across all subject areas. As we 
grappled with the issues of time, content 
coverage, and student motivation, an in- 
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service goal emerged. We decided to 
create, share, and implement units that 
successfully integrated reading and lan- 
guage usage with content areas through 
the use of concrete, meaningful experi- 
ences that made usefulness explicit. 

As we created integrated units, we 
confronted two prevalent problems. The 
first was time. Teaches are bombarded 
regularly with demands to add to their 
already bulging daily teaching sched- 
ules. The second problem was public 
concern about accountability. Aroused 
citizens are demanding greater evidence 
of developing literacy. In short, teachers 
are being asked to do more with existing 
time and to do it better. 

Students face similar problems. Their 
school experience continues to consist of 
largely isolated bits of content knowl- 
edge separated from realities that exist 
beyond classroom walls. Language 
learning continues to be disconnected 
fragments that have no apparent useful- 
ness. 

We decided that one way to solve these 
problems was to consciously build 
bridges betweca language and subject ar- 
eas so that students could experience and 
understand the interconnectedness of 
various scliool experiences. Integration 
of subject matter, in which usefulness of 
language is highlighted, became the 
bridge. 

Information Shared 
about Integration 

In order to develop understandings 
about subject matter integration, we 
shared current views of integration, ele- 
ments that constitute integration, interre- 
lationships important to integration, and 
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research about subject matter integra- 
tion. 

Current Views of Integration 

Today's educators promote subject 
matter integration. Examination of most 
language arts textbooks reveals support 
for subject matter integration, and re- 
view of national conferences shows that 
integration is being emphasized. In 
1983, the National Council of Teachers 
of English (ncte) published Integrating 
the Language Arts in the Elementary 
School (Busching & Schwartz, 1983), 
which summarizes current knowledge 
about subject matter integration. The 
book emphasizes the integration of read- 
ing, writing, speaking, and listening into 
all subject areas. Its use in classrooms is 
advocated, particularly in terms of inte- 
grc ".ng language usage into all curricular 
areas. 

Subject matter integration assumes 
that language must be learned and used 
in the context of some content. Students 
do not learn to read or write without 
reading or writing about something. In 
short, language strategies are used in the 
context of subject areas (see Chapter 5, 
this volume). 

Many students are not aware that lan- 
guage is being used in social studies or 
science or . >ath. Likewise, many stu- 
dents are unaware that content is being 
used in language arts. English, or read- 
ing class when language strategies and 
skills are being learned and used. Be- 
cause many teachers talk only about their 
subject areas, students come to believe 
that math class is only for math and sci- 
ence class is only for science. Students 
have been heard to say, This is English 
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class. We don't do science in here." or, 
This is social studies class. Why are you 
asking me to use complete sentences?" 
Simply making students aware of the nat- 
ural integration of language with content 
is the first step in successfully integrating 
subject matter. 

Elements of Integration 

Two elements can be used when inte- 
grating: (1) the knowledge base of our 
culture, and (2) the language strategies 
used when giving and receiving informa- 
tion in that knowledge base. The knowl- 
edge base incorporates the ideas, 
thoughts, and feelings that our culture 
has deemed useful and worthy to pass 
f~om one generation to the next. It is 
called world knowledge. The bulk of 
world knowledge is divided into various 
content areas or subjects taught in 
schools and is contained in printed mate- 
rials such as textbooks. In middle 
schools, world knowledge is generally 
found in the content areas of social stud- 
ies, science, literature, music, art, and 
mathematics. 

Language strategies associated with 
speaking, listening, reading, writing, do- 
ing, and observing are the fundamental 
tools for sharing the knowledge base. 
Language strategies provide ways for 
world knowledge to be communicated 
(Herrmann, this volume). Instruction of 
language strategy knowledge generally 
occurs in the areas of reading, English, 
or language arts, but language strategy 
usage is applied in all subject areas. 

In summary, the subject matter of mid- 
dle schools consists of world knowledge 
drawn from the knowledge base and lan- 
guage strategy knowledge that provides 
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the means for communicating thoughts 
and feelings. 

Interrelationships Important 
to Integration 

Various types of interrelationships are 
important to integration. First, for sub- 
ject matter integration to occur, teachers 
need to understand interrelationships 
among the various kinds of language 
strategies, such as predicting, decoding, 
and composing. Second, the interrela- 
tionships among language strategies and 
content areas such as science, social 
studies, and mathematics need to be un- 
derstood. Finally, the interrelationships 
between subject matter and initial learn- 
ing or subsequent use need to be under- 
stood. Each interrelationship is dis- 
cussed in the following sections. 

Interrelationships among language 
strategies. Language strategies are 
rarely used alone. Multiple strategies are 
used as a story is written, as a story is 
read, and when someone speaks and an- 
other person listens. Understanding this 
interrelatedness is necessary if teach- 
ers are to integrate effectively and 
efficiently. 

Language strategies are found within 
the language modes of listening, reading, 
speaking, and writing (Roehler, 1979). 
Reading and listening, including observ- 
ing, art broad modes of language strate- 
gies concerned with receiving or 
obtaining meaning; writing and speak- 
ing, including doing, are broad modes 
concerned with expressing or providing 
meaning. To put it another way, language 
is a two-way classification of language 
modes. Listening is oral receptive mode, 
and reading is written receptive mode; 
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Relationships among Language Modes and Various Language Strategies 



Receptive Modes Expressive Modes 

Listening s P eak,n 8 





Linguistic 
Strategies 

i 


Thinking 

I 


i ninKing 
Strategies 

1 


Linguistic 
Strategies 

I 






c 


C 




Oral 
Modes 




0 

m 

P 
r 
e 


0 

m 
P 

s 
i 








h 










e 


n 








n 


g 








s 






Printed 




i 






Modes 




0 

n 








I 

Linguistic 
J Strategics 


i 

Thinking 
Strategies 


1 

Thinking 
Strategies 


I 

Linguistic 
Strategics 



Reading Wrilin S 



speaking ' c oral expressive mode, and 
writing is written expressive mode. Each 
mode is subdivided into two types of lan- 
guage strategies that students must un- 
derstano and use: linguistic strategies 
and thinking strategies. 

Linguistic strategies convey the mean- 
ing of the communication. For receptive 
modes, it is decoding; for expressive 
modes, it is mechanics. These strate- 
gies provide the means for receiving 
thoughts, feelings, and ideas (linguistic 
conventions, word recognition) and the 
means to express thoughts, feelings, and 
ideas (punctuation, spelling, intonation). 
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Linguistic strategies, however, are 
only half the necessary language strate- 
gies. It is not enough to spell or use 
grammar rules or say all the words. Stu- 
dents also need to know how to think or 
reason as they compose or comprehend. 
Thinking strategies provide the means 
for developing and interpreting thoughts. 
For the receptive mode, the goal is com- 
prehension; for the expressive mode, it 
if. composing. Comprehension occurs 
when thinking strategies are used to un- 
derstand messages; composing occurs 
when thinking strategies are used to cre- 
ate messages. Figure 1 illustrates the re- 

195 Developing Integrated Programs 



188 



lationships among the modes of language 
and the relationships of linguistic and 
thinking strategies. 

Interrelationships among language 
strategics and content areas. By them- 
selves, strategies have no useful func- 
tion. They exist only as a means of 
understanding, creating, and communi- 
cating information, ideas, and feelings 
from the knowledge base. This natural 
combination of the knowledge base and 
language strategies must be capitalized 
on in a conscious way in all middle 
school classrooms to help students be- 
come aware of the interrelatedness of 
language and world knowledge. Pur- 
poseful integration cannot occur unless 
teachers understand the relationships 
among content and strategies. All teach- 
ers need to understand that language 
strategies support and assist in under- 
standing a given subject area's knowl- 
edge base. In turn, knowledge base 
concepts are communicated through lan- 
guage strategies. A knowledge base is 
useless unless it can be communicated 
from one individual to another; likewise, 
strategies are useless unless there is a 
knowledge base to be communicated. 
Consequently, the integration of world 
knowledge and language strategies bene- 
fits all content areas. 

Interrelationships among subject 
matter and types of learning. Once 
teachers understand how language strate- 
gies are developed and how they are nat- 
urally integrated into subject areas, 
understandings need to be developed 
about the relationship between initial 
learning and subsequent use. Students 
cannot be expected to use knowledge 
without first learning about it. Similarly, 
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initially learned knowledge is of little 
value unless it is used. Consequently, 
there is an interrelationship between ini- 
tially learned knowledge and subsequent 
use of knowledge. 

While language strategies and world 
knowledge are naturally integrated, ini- 
tial learning of knowledge and ultimate 
use of that knowledge are not naturally 
integrated. They are not easily learned 
together. Most students cannot learn 
something new and apply it immediately. 
They cannot simultaneously remember 
and maneuver large amounts of new in- 
formation because of short term memory 
limitations. Combining initial learning 
with its application is not always effec- 
tive or efficient. 

While the two levels of learning can- 
not be integrated easily, they can be 
integrated with world knowledge and 
language strategies. Natural integration 
can occur when teachers consciously 
combine initially learned language strat- 
egies or concepts from world knowledge 
with previously learned strategies or 
concepts, and help students become 
aware of that integration. Such combina- 
tions result in several types of subject 
matter integration. Initial learning of lan- 
guage strategies can be integrated with 
either previously learned strategies or 
previously learned concepts;^ the initial 
learning of concepts from world knowl- 
edge can be integrated with either previ- 
ously learned concepts or previously 
learned language strategies. 

Teachers who understand how lan- 
guage strategies relate to one another, 
how they relate to subject areas, and how 
language strategies and world knowledge 
relate to levels of learning have the basic 
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information needed to successfully de- 
velop and implement integrated units. 
However, before we could begin our 
unit development, we felt we needed to 
explore the research on subject matter 
integration. 

Research on Subject Matter 
Integration 

Once we understood the components 
of integration and the interrelationships 
among language strategies, content ar- 
eas, and level of learning, we turned log- 
ically to what the research had to say 
about integration. Rigorous research on 
subject matter integration was sparse. 
While many studies are reported, few 
reflect high standards of research and 
almost none include classroom observa- 
tion of teaching. Consequently, few re- 
search data are available for use when 
making decisions about integration. 

One study, however, did include class- 
room observation as well as subject mat- 
ter integration across the curriculum 
(Schmidt et al., 1985). The study found 
that teachers generally favored integrat- 
ing language into all subject matter ar- 
eas. However, only minimal amounts of 
integration could be documented in the 
teachers* classrooms. 

In fact, less than 10 percent of instruc- 
tional time in the classrooms was spent 
in integrated subject matter activities. 
While some teachers integrated one lan- 
guage strategy with another, rarely were 
initially learned language strategies inte- 
grated with learned world knowledge or 
vice versa. Similarly, initially learned 
world knowledge from one subject area 
was not integrated with previous knowl- 
edge from another subject area. This 



lack of integration occurred even though 
the teachers* knowledge was adequate, 
their attitudes were positive, and their 
planning of integrated lessons was com- 
plete. Apparendy, while teachers knew 
about subject matter integration and sup- 
ported it, they did not use it in classroom 
instruction. Teachers' interviews showed 
that constraints within classrooms and 
schools kept them from using subject 
matter integration in their ongoing in- 
structional activities. These constraints 
included use of teaching materials that 
discouraged integration, basic skills 
mandates that discouraged integration, 
and lack of time and support for develop- 
ing integrated units. 

After sharing knowledge and develop- 
ing understandings about subject matter 
integration, we agreed that it is a worth- 
while goal and that students need to be 
made aware of the naturally occurring 
integration of language and content 
knowledge. When we examined our own 
instruction, however, we found that we 
faced the same constrains as the teach- 
ers in the study. These constraints and 
what we did to neutralize them are dis- 
cussed in the next section. 

Constraints on Integration 

As we began to consider our own use 
of subject matter integration, we found 
that we all supported integration in the- 
ory but were using very little of it in our 
lessons. 

As we discussed why we were not us- 
ing integration, five constraints began to 
emerge. Over the course of the school 
year, as each constraint was discussed, 
decisions were made and implemented 
about how to neutralize it. 
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First, we felt that integration was not 
occurring because our classroom in- 
structional materials discouraged it. If 
the materials were about world knowl- 
edge, language strategies were virtually 
ignored; if the instructional materials 
were for English or reading class, the 
content of the other subject areas was 
virtually ignored. We decided that one 
solution was to draw students' attention 
to the interrelatedness of language strate- 
gies and world knowledge within the in- 
structional materials. Wc found that this 
solution worked when the materials em- 
phasized language strategy and world 
knowledge but not when they didn't. 

The second constraint was the iso- 
lated, fragmented content that students 
are exposed to in middle schools. This 
constraint was caused primarily by the 
division of subject matter into separate 
classes taught by different teachers with 
little time or encouragement to discuss 
with one another how to effectively inte- 
grate their subject matter. We partially 
solved this problem by developing inte- 
grated units that explicitly illustrated how 
subject matter could be integrated during 
ongoing lessons. Rather than take in- 
structional time to reteach in one subject 
area what had already been taught in an- 
other, we decided to use one another's 
prior instruction as the base for upcom- 
ing units. For instance, if the language 
strategy of classifying had been taught in 
reading class, the science teacher could 
quickly activate the students' background 
knowledge about classifying and move 
directly into the science content where 
the students would use their classifying 
strategies. Likewise, if a cause and effect 
strategy already had been taught in social 



studies class, the English teacher could 
review the strategy with the students and 
spend most of the instructional time on 
understanding the literature selections. 

Once one of us had taught students 
how to organize material for a written re- 
port, all of us could eliminate the initial 
learning of those strategies and spend 
our time on subsequent use or applica- 
tion. We could all benefit by keeping one 
another informed about the content of 
lessons, which increased the usefulness 
of language strategies and the effective- 
ness of instruction. 

Our solution seemed reasonable ex- 
cept in situations where none of the 
teachers had taught the strategy. This led 
to the third type of constraint, determin- 
ing which teachers were responsible for 
which language strategies. We decided 
that selected language strategies used 
frequently in content areas would be 
taught by all teachers, but most of the 
language strategies should be taught ini- 
tially by English or reading teachers. 
These teachers reciprocally agreed that, 
whenever possible, ihey would include 
world knowledge tliat already had been 
taught in other subject areas as the con- 
tent for assigned reading and writing. 

As we discussed subject matter inte- 
gration across the curriculum, a fourth 
constraint emerged -inadequate support 
from colleagues and administrators. This 
support affects the degree of subject mat- 
ter integration that one teacher can ac- 
complish. Subject matter integration is 
most effective when it occurs in all the 
students' classes. However, if some 
teachers are unwilling to incorporate it 
into their classes, the usefulness of inte- 
gration is curtailed and instructional time 
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' and effort increases. The more collegial 
support there is, the broader the students' 
understanding of integration. 

The role of the administrator also is 
crucial. The most effective type of sub- 
ject matter integration occurs when ad- 
ministrative support allows for flexible 
curricula that lead to deeper understand- 
ings for students. The required content 
can be placed in subject areas where it is 
most appropriate, content and strategies 
can be developed simultaneously, and 
duplication can be eliminated. 

We solved the constraint of inadequate 
support from colleagues and administra- 
tors by creating ways for all participants 
to develop ownership for subject matter 
integration across the curriculum. Those 
feelings of ownership helped teachers 
generate the energy needed to implement 
integration. 

The last problem we discussed was the 
time needed to create integrated units, 
We understood that integration saves 
time for student learning, but the time 
needed to develop the units was over- 
whelming. To solve this problem, we de- 
cided to create "unit banks" that could be 
exchanged and used by other teachers. 

Integrated Units Created 
by the Teachers 

The following units are examples of 
subject matter integration developed by 
the teachers in this project. Each unit in- 
corporates language strategies and world 
knowledge within lessons that highlight 
usefulness. 

All units contain warm-up, focusing, 
and expressing activities. Warm-up 
activities are designed to help students 
activate their background knowledge and 
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develop interest in the topic; foe using ac- 
tivities provide students with information 
about the topic or the language strategies 
needed for the lesson; and expressing ac- 
tivities provide opportunities for the stu- 
dents to use the information about the 
topic or language strategies as the 
teacher monitors, responds, and inter- 
acts. Within each unit, it is noted where 
language strategies either should be 
taught initially or reviewed briefly i f they 
have been taught previously. 

These units represent a beginning for 
subject matter integration. They must be 
adapted to fit the needs of the students in 
any given classroom. 

First Sample Unit 

Developing Problem Solving 
While Integrating Mathematics 
and Language Strategies 

Overview This unit develops con- 
ceptual understandings about problem 
solving, money usage, and calculations, 
which are all critical components of 
mathematics. Relevant language strate- 
gies are noted and should be consciously 
used throughout the unit. The unit high- 
lights usefulness because middle school 
students enjoy the types of activities in- 
volved (honoring a victorious team, 
planning and implementing celebra- 
tions). 

Overall Goal To develop useful un- 
derstandings of the problem-solving 
model by planning a celebration for a 
victorious school team. 

Objective One To learn the prob- 
lem-solving model. 

Warm-up activity. Generate enthusi- 
asm about the idea that the class is going 

1 3 9 Developing Integrated Programs 



192 



to sponsor a celebration for a victorious 
football (basketball, baseball, track) sea- 
son, although the class currently has a 
small amount of money ($20) available 
and needs more for the celebration. This 
situation becomes the basis for a unit on 
problem solving. Have students brain- 
storm about how to solve the problem of 
not having enough money for the cele- 
bration. As students offer suggestions, 
list them on the board. Group the 
suggestions according to categories of 
solutions such as in-school sources, 
community sources, or class sources. 

Fbcusing activity. Using the results of 
the categorized suggestions, introduce 
and explain the problem-solving model. 
Use one solution, such as having local 
merchants contribute money, as the 
model is explained. Adjust the lesson to 
the students' current understandings. If 
the students already know the problem- 
solving model, quickly move through 
this activity. If they don't, take time to 
help them develop initial understanding. 
Step One, understand the problem. The 
class wants to honor the victorious team 
but doesn't have enough money. Step 
Two, devise a plan. How can we get 
more money? (Solution: Have local mer- 
chants who support the team contribute 
money or use money from game admis- 
sions.) Step Three, solve the problem. 
Each of five sponsoring merchants do- 
nates $20. $20 x 5 = $100: $100 + $20 
(from class) = $120. Step Four, look 
backand evaluate. $120 will be adequate 
for sponsoring a victory celebration. 
Expressing activity. 
1. Have students brainstorm addi- 
tional ways to a a in needed money that 
might have em rged during the focusing 



activity. Using all the ideas, have stu- 
dents go through the problem-solving 
steps in pairs. One students thinks 
through the problem; the other student 
monitors the coherence of the thinking. 
Pairs alternate roles with different solu- 
tions for gaining money. Have students 
use previously learned language strate- 
gies of thinking aloud and looking back 
for evaluation, or teach these strategies 
prior to this activity. 

2. Using a class discussion format, 
have students decide how best to get 
money. (A guiding factor for the discus- 
sion is the feasibility of the proposed so- 
lutions.) The choi of the best solution 
determines the total amount of money 
available, which, in turn, regulates the 
type of celebration. 

Objective Two To apply problem- 
solving abilities. 

Warm-up activity. Have students 
brainstorm ways to celebrate the victori- 
ous season (assembly, after-school re- 
ception, party during class time) and 
what to include in the celebration (food, 
speakers, mementos for team members). 

Focusing activity. Using the brain- 
storming ideas, have students categorize 
them under possible wa>s to have a cele- 
bration. 

Expressing activity. 

1. Recalling the amount of money 
available for the celebration, the stu- 
dents, in pairs, apply the problem-solv- 
ing model to the categorized ideas. 
Students take turns thinking aloud or 
monitoring. The goals is to have feasible 
ways to celebrate. 

2. Using a class discussion format, 
students decide the best way to celebrate 
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the victorious season of the honored 
team. 

Objective Three To apply the prob- 
lem-solving model to the team's statis- 
tics. 

Warm-up activity. Students brain- 
storm the places 10 find the team's statis- 
tics (school newspaper, coach, local 
newspaper). 

Focusing activity. After brainstorm- 
ing the various types of statistics to 
gather, students collect Parn statistics. 

Expressing activity. Using the prob- 
lem-solving model as a guide, students 
create team statistics for a celebration. 
Students work individually, in pairs, or 
in small groups. 

Objective Four To apply the prob- 
lem-solving model to the celebration 
plans. 

Warm-up activity. Have students 
brainstorm various components of the 
celebration. 

Focusing activity. Have students re- 
view plans to date in order to assign 
responsibilities. In groups, students as- 
sume responsibility fcr the celebration 
by obtaining the principal's approval, 
sending out invitations, choosing a loca- 
tion, ordering supplies, and organizing 
the program. 

Expressing activity. Students conduct 
their celebraf ; on for the victorious team. 

Summary of First Sample Unit 

This unit provides opportunities for 
students to develop conceptual under- 
standings about problem solving, money 
usage, and planning while using lan- 
guage strategies that have been previ- 
ously learned. Students should be 
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motivated because of their interest in vic- 
torious teams and celebrations. 

Second Sample Unit 

Developing Understandings of the 
Economic/Social Structures 
of Societies While Integrating 
Social Studies and Language 
Knowledge 

Overview This unit develops con- 
ceptual understandings about the eco- 
nomic and social structures of societies. 
It contains lessons that build on knowl- 
edge of past societies, compares that 
knowledge to current societies, and con- 
cludes with knowledge about future soci- 
eties. Use of language strategies is noted 
so that students can be made aware of 
their presence. Usefulness is stressed by 
highlighting students' current under- 
standings of their economic and social 
lives. This usefulness should help stu- 
dents generate and sustain interest. 

Overall Goal To help students un- 
derstand through the study of the Middle 
Ages that all societies have economic/ 
social structures and that these structures 
can be used to predict outcomes of future 
events. 

Objective One To develop under- 
standings of the economic/social struc- 
ture of the Middle Ages. 

Warm-up activity. Have students 
brainstorm about the economic and so- 
cial structures of their society, using their 
own background experiences. Ask ques- 
tions about how we get money, food, 
clothing, education, entertainment, and 
housing. Ask questions about the struc- 
tures we use in order tc live together 
(schools, communities). Create a seman- 
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tic map of the students' responses. If stu- 
dents have not previously learned about 
semantic maps, teach them how to make 
one. 

Focusing activity. Students read chap- 
ters of the textbook, supplementary 
texts, or trade books that contain infor- 
mation about the economic/social struc- 
ture of the Middle Ages. The poem 
Beowulf can be used to help students 
gain a sense of what medieval life was 
like if Beowulf has been taught in litera- 
ture class. Other literature about the 
Middle Ages that has been taught in 
other subject areas also can be used. 
Expressing activity. 
1. Have students compile a Middle 
Ages dictionary in which they define vo- 
cabulary and supply illustrations for 
each term. Have them use dictionary 
skills learned in English class or teach 
them dictionary skills before compiling 
the dictionary. Have students use illustra- 
tion skills learned in art class or teach 
them how to do simple drawings before 
compiling the dictionary. (Drawings can 
be eliminated from the dictionary if not 
previously taught.) 

2. Using a time line previously taught 
in social studies, have students identify 
the major events of this historical period 
(500 ad- 150U r>) that affected or were 
affected by econuinic/social structures. 

3. Have each student make a seman- 
tic map that portrays topics such as feu- 
dalism (e.g. , class of people, social rank, 
job responsibilities, class privileges, 
tools of various trades, family life, fash- 
ion). As a class, have students compile 
one big map from individual semantic 
maps. 



4. Have students convert the class se- 
mantic map to an outline that explains 
the economic structure of the Middle 
Ages. Have students use outlining skills 
learned either in English or reading class 
(or teach the needed skills prior to this 
activity). 

5. In groups of four, have students 
write their own text about the economic/ 
social structures of the Middle Ages us- 
ing the class outline, individual maps, 
and dictionaries. Students may use illus- 
trations from dictionaries. Texts become 
part of the class library. 

Objective Two To develop under- 
standings of the similarities and differ- 
ences of the Middle Ages and current 
society's economic/social structures. 

Warm-up activity. Reexamine the in- 
formation that was brainstormed from 
the warm-up activity of Objective One. 

Focusing activity. Students create a 
class chart of the similarities and differ- 
ences of the Middle Ages and their own 
society in terms of economic/social 
structure. 
Expressing activity. 

1. Have students verify or alter the 
time line created in Objective One. Stu- 
dents then create a time line of the major 
events of their lifetimes. 

2. Have students compile a who's 
who of their society. Entries will de- 
scribe the person and his or her contribu- 
tion^) to society. Use composing 
strategies taught in English class or teach 
students how to create a who's who entry. 

3. Have students create poster and 
brochur. files that compare the Middle 
Ages with their society (this activity may 
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be done individually or in groups). Stu- 
dents may create posters that emphasize 
the code of conduct in the Middle Ages 
(i.e., knighthood, the age of chivalry). 
Have students use skills of poster creat- 
ing from art class. For brochures, areas 
of comparison might include food, cloth- 
ing, government, or entertainment. Have 
students use comparison strategies 
taught in English or reading class. 

4. Poster and brochure files are 
shared in pairs. Students provide feed- 
back to one another about at least one 
feature they liked and why, and at least 
one that could be improved if it were to 
be done again and how. 

Objective Three To predict the eco- 
nomic/social structure of a future soci- 
ety. 

Warm-up activity. Using background 
experiences, students brainstorm how a 
future society might be. A science fic- 
tion story (taught previously in literature 
class) could be used as part of the stimu- 
lus. Ideas should be categorized as social 
or economic; ideas that fit neither cate- 
gory should be grouped separately. 

Focusing activity. Students discuss the 
similarities and differences of the Middle 
Ages and their society and use those pat- 
terns to begin making predictions of fu- 
ture society. Students use their created 
texts and the poster and brochure files 
for the discussion. 

Expressing activity. 

1 . Have students create a future soci- 
ety to present to another class. Informa- 
tion includes government structure, 
religion, education, monetary system, 
language, and entertainment. Using an 
exposition theme, students create sam- 
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pies of food, fashions, government, en- 
tertainment, and education. Scenery and 
plays can be created. When possible, use 
strategies, skills, and concepts d» veloped 
in other content classes. 

2. Have students design an invitation 
to the other class. Invite administrators 
and representatives of the local news- 
paper. 

3. Through an exposition, students 
present their future society to the invited 
guests. 

Summary of Second Sample Unit 

The unit provides opportunities for 
students to develop their conceptual un- 
derstanding about past, present, and fu- 
ture societies. Starting with students* 
understandings about their own society, 
develop interest in past and future ones. 
Use of language strategies helps students 
understand the interrelationships of lan- 
guage and world knowledge. 

Third Sample Unit 
Developing Understandings about 
Endangered Species through 
Subject Matter Integration 

Overview This unit develops con- 
ceptual understandings about endan- 
gered species, using previously learned 
knowledge from English, reading, math, 
social studies, and art classes. Useful- 
ness is stressed in that students try to in- 
fluence politicians and government 
officials. Selected activities should help 
to create and sustain student interest. 

Overall Goal To understand the bal- 
ance of nature and those factors that up- 
set it; to become familiar with plants and 
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animals on the endangered list and pre- 
ventive measures being taken to save 
them; to instill an appreciation of our en- 
vironment and ways to ensure its future. 

Objective One To increase aware- 
ness of the balance of nature and the 
problem of endangered species. 

Warm-up activity. Using visual? (fita- 
strips, photographs), assess students' 
knowledge and understanding of endan- 
gered animals and plants and the balance 
of nature. Each student should create a 
semantic map of brainstormed ideas on 
these topics, using semantic map skills 
learned previously in reading or English 
class. 

FbCUSing activity. Have students gain 
knowledge of the balance of nature and 
endangered species by reading textbooks 
or trade books. Students should take 
notes on the information they find, using 
notetaking skills learned in English or 
reading class. Alert students to the im- 
portance of cause and effect while read- 
ing about endangered species and the 
balance of nature, using strategies 
learned in English or reading class. 

Expressing activity. 

1 . Have students discuss their notes 
in groups of four. One student is the fa- 
cilitator end keeps everyone involved in 
the discussion, a second student keeps a 
written record of the discussion, a third 
student keeps the group on task, and a 
fourth student checks accuracy of infor- 
mation. Have students use cooperative 
learning techniques previously learned, 
or teach them the. techniques. Each stu- 
dent orally provides information for the 
group. The notes are then grouped by 
categories and filed for future use during 
the unit. 
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2. Have students brainstorm a list of 
endangered species. Have each student 
draw a visually sequenced flowchart of a 
pyramid for the food chain for the en- 
dangered species of their choice, using 
graphing skills learned in math or social 
studies class. 

3. Have students create a poster, 
bumper sticker, or drama relating to an 
endangered species (class notes of earlier 
discussions are available), using the 
reading strategies of selecting relevant 
information, and the English and art 
strategies of composing. Display stu- 
dents' work throughout the unit. 

Objective Two To extend knowl- 
edge of endangered species and increase 
awareness of preventive measures being 
taken to save them. 

Warm-up activity. Have students gen- 
erate information currently known about 
endangered species in terms of numbers, 
habitat, food, reproduction, and causes 
of extinction. Have student* create ques- 
tions where knowledge is lacking about 
specific endangered species. 

FbCUSing activity. Have teams of four 
students collect information on an en- 
dangered species of their choice, using 
as a guide questions generated in the 
warm-up. Have students use library 
skills learned in English or reading class. 
Students may use class notes generated 
during Objecti e One activities in addi- 
tion to classroom or school library mate- 
rials. 

Expressing activity. 

1. Students share collected informa- 
tion in their small groups, using the 
guiding questions as a way to share in- 
formation. 



197 



2. All groups then share information 
as a class z\art is developed showing the 
endangered species across the top and 
the guiding questions on the side. 

Objective Three To develop an ap- 
preciation of the needed balance in nat- 
ure regarding endangered species and an 
understanding of ways to ensure that the 
balance of nature is retained. 

Warm-up activity. Using the class 
chart from Objective Two, have students 
generate questions about empty sections 
that could be answered by a speaker 
from the U.S. Department of Natural 
Resources. 

Focusing activity. Invite an environ- 
mentalist to spesk in class or take a field 
trip to a nature center. Have the speaker 
respond to the questions generated by the 
class. Each student should be responsi- 
ble for verifying that a question is an- 
swered. If the question is not answered, 
that student is responsible for asking a 
question at the end of the talk. 

Expressing activity. 

1. Have students fill in the empty 
spaces on the class chart from Objective 
Two activities. Using the completed 
chart, have groups of students write per- 
suasive letters to state and national poli- 
tical leaders encouraging them to 
enforce and extend laws that protect the 
balance of nature in our environment. 
Ask the political leaders to respond in 
writing or orally, 

2. In a class discussion, share infor- 
mation collected from political leaders. 
Based on the class discussion, select an 
endangered species and create 
information designed to persuade 
citizens to support legislation for pre- 
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serving that species. Information can be 
presented on television or radio or pub- 
lished in newspapers or brochures. 

Summary of Third Sample Unit 

This unit provides opportunities for 
students to develop conceptual under- 
standings about endangered species. 
Language strategies and knowledge 
learned in other subject area classes are 
used throughout the unit. Influencing 
government decision making helps to 
create an understanding of the anit's use- 
fulness and should promote and sustain 
interest. 

Fourth Sample Unit 

Developing Understand! gs about 

Mystery Stories through 
Language Knowledge Integration 

Overview The unit develops concep- 
tual understandings about mysteries 
while providing for opportunities to inte- 
grate literature knowledge, writing strat- 
egies, and creative drama. Because 
students are generally interested in mys- 
teries, the unit emphasizes usefulness. 
Conscious use of language strategies 
helps students understand how language 
strategies aid learning. 

Overall Goal To understand the ele- 
ments of mystery writing, create mystery 
stories, and develop oral presentation 
strategies. 

Objective One To develop under- 
standings of the role of problem solving 
in mystery stories. 

Warm-up activity. Start with a minute 
mystery such as the baseball puzzle 
where students are told: *'A man was 
running for home. He met a masked 
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man. He turned and ran back the way he 
came. What is gong on here?" Have stu- 
dents apply a problem-solving model to 
figure out the puzzle. It can be the model 
learned in math class (see the first sam- 
ple unit of this chapter), a model learned 
from another class, or a model taught in 
reading class prior to this unit. 

Fbcusing activity. Read aloud to stu- 
dents a short mystery story, stopping 
occasionally for students to make predic- 
tions. If students do not know how to 
make predictions, they should be taught 
prior to this unit. Explain how problem- 
solving models work in literature and 
how authors deliberately put in clues to 
help readers solve the mystery. 

Expressing activity. 

1. Read aloud a second short mystery 
story and have students make predic- 
tions, using the problem-solving model. 

2. Have the students, in pairs, read 
and predict outcomes, using a problem- 
solving model with additional short mys- 
teries. 

Objective Two To develop under- 
standings about mysteries as a form of 
literature. 

Warm-up activity. Have students re- 
call mystery stories previously read. 
Have them brainstorm how mysteries 
are similar/different from other types of 
stories. 

Focusing activity. Present the ele- 
ments of mystery stories to the class, 
highlighting how mysteries are similar to 
and different from other types of stories. 
Use stories familiar to the students. 

Expressing activity. Have students 
read mystery stories in cooperative 
groups. Assign each member a role 



within the group (facilitator, monitor, re- 
searcher, recorder) and have the group 
decide the story elements. 

Objective Three To write mystery 
stories using the story elements of mys- 
teries as a guide. 

Warm-up activity. Have students re- 
call the elements of mystery stories. Cre- 
ate questions about those elements for a 
published mystery author who will dis- 
cuss how to write mysteries. 

Fbcusing activity. Have a mystery au- 
thor present information about how to 
write mysteries, highlighting the ele- 
ments. 

Expressing activity. 

1 . Have students ask the guest author 
questions that were not answered in the 
presentation. Have students use inter- 
view skills that were taught prior to the 
author's presentation. (Interview skills 
can be taught in subject areas such as 
language arts and reading.) 

2. Have students (individually, in 
pairs, or in small groups) write mystery 
stories incorporating the elements of 
mysteries. Have students use the process 
writing format of brainstorming, writ- 
ing, revising, and editing. Teach this for- 
mat prior to the written activity or 
review the format if it has been taught in 
another subject area. 

3. Have students orally present stu- 
dent-created mysteries to their class or 
other classes. Have students choose 
background music from music class to 
be used during oral presentations. Have 
students create props to accompany the 
presentation, using skills from creative 
drama. 
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Summary of Fourth Sample Unit 

This unit provides opportunities for 
stuuents to develop their conceptual un- 
derstandings and their abilities in writing 
mystery stories. Mysteries generally ac- 
tivate curiosity, which helps to develop 
and sustain interest. 

Note If several teachers who share 
the same students work together, strate- 
gies, skills, and concepts taught in other 
subject areas can be integrated into these 
units, thereby reducing the amount of 
initial learning for students. If a teacher 
does not have colleagues who are inter- 
ested in integrated units, the teacher 
must teach these strategies, skills, and 
concepts before the students are expected 
to use them. 

Conclusion 

Language strategies can be integrated 
across the curriculum. We were able to 
achieve this goal, but it took time, addi- 



tional information, commitment, energy, 
and knowledge of how to integrate. This 
chapter documents o"r story and pro- 
vides examples of the units we devel- 
oped. We hope that middle school 
teachers who read this chapter can use 
our experience when integrating knowl- 
edge across the curriculum. 
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THIS CHAPTER DE- 
scribes how to incorporate 
a content area reading pro- 
gram into an existing curriculum when 
finances for implementing initial staff 
development are limited. 

The reading program described in this 
chapter was modeled after one developed 
in the Orange County, Florida, Public 
Schools (see Monahan, this volume). 
Both programs have strategic reading as 
their theme. However, the Southside 
Learning in Content program in Green- 
wood, South Carolina (described in this 
chapter), differed from the parent pro- 
gram in several important ways. These 
differences are the focus of this chapter. 

Background 

During the 1981-1982 school year, 
only 38.4 percent of the Southside stu- 
dents who took the Basic Skills Assess- 
ment Test met South Carolina's standards 




on the reading portion of 
_ that test. This fact, coupled 
K-jr w ith Victoria Ridgeway's 

move to Greenwood, South Carolina, 
provided the impetus for the Southside 
Learning in Content program. 

Prior to moving to South Carolina, 
Vicki had been a resource teacher in the 
Reading in Content Areas (rica) pro- 
gram in Orange County, Florida. Her ex- 
perience as a science teacher in the 
Orange County program made her aware 
of the need for content area teachers to 
take an active role in helping students 
learn from text. She also was aware of 
the program's effectiveness. Within a 5- 
year period, students' scores on Florida's 
basic skills test had risen 30 percent, a 
fact partially attributed to their having 
learned strategic reading skills through 

RICA. 

Although the Southside faculty and 
staff were committed to improving stu- 
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dents* performance on the South Caro- 
lina basic skills test, they had no working 
knowledge of what Vicki had experi- 
enced in Florida. A few had talked infor- 
mally with her about Jie possibility of 
implementing a similar program at 
Southside, but no money was available 
from the district to fund a staff develop- 
ment program. 

Getting Outside Support 

Funding for the Southside Learning in 
Content program initially came from the 
Self Foundation. Vicki had read about 
this foundation and its interest in sup- 
porting worthwhile projects in the 
Greenwood community. To pursue the 
idea, Vicki wrote a 6-page proposal that 
described the need for a content area 
reading staff development program, 
which was eventually funded in the 
amount of $3 ,746. 

Some insights that resulted from the 
search for outside funding are shown in 
the form of suggestions to prospective 
proposal writers. 

Suggestions for 
Prospective Proposal Writers 

1. Locating private funding Tor a proj- 
ect is easier than you might imagine. 
Someone, somewhere, has money to in- 
vest in your ideas. Read your local news- 
paper. Sources for funding include 
private foundations, local banks, indus- 
tries, and businesses. Look for a funding 
source with an interest in education. 

2. Once you have located a possible 
source, find out the process involved in 
submitting a proposal. A letter stating 
your intent to apply for funding is the 
first step. The identity of the person with 
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direct responsibility for funding deci- 
sions and the timetable on which these 
decisions are made are important to the 
success of your request. When you write 
the letter of intent, be certain that you re- 
quest any guidelines available from the 
funding source. A note of caution: The 
approval and support of your local 
school administration are absolutely es- 
sential. 

3. A proposal is an appropriate way to 
communicate your ideas to the identified 
source. The proposal should answer 
some basic questions. Why do you want 
the funding? Identify your needs. How 
will your proposed project address those 
needs? Include the rationale and assump- 
tions underlying your project. Is there 
evidence that a similar project has 
worked in other locations? What are 
your objectives and the proposed dura- 
tion of your project? What student out- 
comes will indicate the success of your 
project? Be specific and realistic. In- 
clude changes in teacher behavior, if ap- 
propriate. 

4. Describe your evaluation process. 
How will you know if you have accom- 
plished your objectives? How often will 
you report to the funding source and in 
what form? Will you use pre- and post- 
tests, student surveys, teacher evaluation 
forms, or a combination of these? 

5. Detail your proposed budget. How 
much money will you need? A brain- 
storming session with colleagues will 
generate a list of needs. If the design of 
your project includes a workshop, 
budget items to consider would include 
consultant fees, stipends for participants, 
training materials, testing materials, 
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funds for photocopying, and professional 
resources. It's a good idea to present 
your costs in three forms: per student, 
per teacher, and total costs. 

6. Consider proposing a project that 
is continuous over several years. Rarely 
do you accomplish what you want in one 
academic year. A project for a 2- or 3- 
year period that is contingent on evalua- 
tions is preferable to a one-shot deal. 

The Southside Proposal 

The rationale underlying the proposal 
to fund the Southside Learning in Con- 
tent program was based on what Herber 
(1978) called a "functional" approach to 
teaching reading. That is, essential 
skills (such as developing meaning for 
technical vocabulary and reasoning 
about the author's message) are intro- 
duced by the content area teacher as 
they are needed by students to under- 
stand their assignments. The assump- 
tion is that when students learn reading 
skills in conjunction with course con- 
tent, they are more likely to apply those 
skills independently in new contexts 
than if they had learned the skills in iso- 
lation in a reading laboratory or in a 
general reading improvement program. 

The proposal objectives were to im- 
prove students* reading scores on two 
standardized tests (the California Test of 
Basic Skills and the South Carolina Basic 
Skills Assessment Program test), to im- 
prove students* attitudes toward reading, 
and to obtain teachers* ratings of the ef- 
fectiveness of the content area reading 
program. 

The participating teachers were to be 
selected from a pool of volunteers. They 
were to be paid a stipend for their paitic- 
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ipation in the initial 5-day workshop to 
be held during the summer. Each teacher 
was to receive three resource books to be 
used in the preparation of instructional 
materials during the workshop. 

Specific competencies targeted for de- 
velopment included: indentifying key 
concepts in a lesson or unit; evaluating 
the match between students' abilities and 
textbook demands; selecting, teaching, 
and reinforcing key vocabulary; develop- 
ing appropriate learning strategies for 
students' use; and increasing students' in- 
terest in reading both as a tool for learn- 
ing and as a source of enrichment and 
pleasure. 

The syllabus for the proposed 
Southside Learning in Content program 
was divided by topics: overview of con- 
tent reading; assessment (students, mate- 
rials, cloze procedure, informal reading 
inventories); preteaching activities (con- 
tent analysis, key concepts); vocabulary 
(graphic organizers, Frayer model, se- 
mantic mapping); comprehension (three- 
level guides, organizational pattern 
guides, guide-o-ramas, questioning); 
and study strategies (sq3r, pqrst, note- 
taking, reference skills). 

The proposed budget, based on 15 par- 
ticipants, came to $3,746. Teachers made 
up $2,250 of the total budget ($30/day for 
the 5-day workshop). Each teacher re- 
ceived a copy of the following resource 
books: Teaching Reading in Content Areas 
(Herber, 1978), Reading in the Content 
Areas: Improving Classroom Instruction 
(Dishner, Bean, & Readence, 1981), and 
Content Area Reading: An Integrated Ap- 
proach (Readence, Bean, & Baldwin, 
1981). In addition, each teacher received 
selected content area monographs pub- 
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lished by the International Reading Associ- 
ation. The total amount budgeted for 
individual teacher materials was $771. An 
additional $100 was budgeted for refer- 
ence books. Consultant fees for Vicki 
($125/day for the 5-day workshop) came 
to $625. 

The proposal stipulated that two writ- 
ten reports would be filed during the 
year. The first, an interim report, would 
include an evaluation of the summer 
workshop, a budget update, and a de- 
scription of the workshop follow-up and 
staff reinforcement activities. The exit 
report would include an evaluation of the 
Southside Learning in Content program, 
a final budget report, dissemination ac- 
tivities, and future plans. 

Implementing the Program 

The Southside Learning in Content 
program had two main components: the 
initial summer workshop and the contin- 
ued inservice component, in which the 
entire faculty participated. Implementing 
the program included monitoring the 
proposal to make certain that progress 
was being made toward meeting the 
objectives. 

Summer Workshop 

The workshop was held over 5 consec- 
utive days in August. A total of 13 teach- 
ers participated. Although math was the 
best represented content area, the group 
also included teachers from social stud- 
ies, English, science, home economics, 
physical education, and health. There 
were 3 teachers from special services, 
which included teachers of the emotion- 
ally handicapped and the learning 
disabled. 



In conducting the workshop, Vicki fol- 
lowed this pattern of training: first she 
gave the background and rationale for 
the strategy she was introducing, then 
she modeled the strategy, and finally she 
provided time for the participants to de- 
velop their own materials under her 
guidance. Content for the modeled strat- 
egies came from one or more of the three 
resource books and included the range of 
topics listed in the syllabus. 

At the end of the 5-day workshop, 
each of the participants completed a 12- 
item rating sheet. A summary of the 
evaluation results follows. (Note that a 
rating of 5 is high and 1 is low.) 



Results of 
Summer Workshop Evaluation 

1 . How valuable to you were the ideas 
and concepts presented in this 
workshop? 

5 4 3 2 1 
13 0 0 0 0 

2. How effective was the presentation 
of the material? 

5 4 3 2 1 
13 0 0 0 0 

3. Were the goals and/or objectives of 
this workshop clearly explained? 

Yes No 
13 0 

4. Was the content of the workshop 
clearly and logically organized? 

Yes No 
13 0 

5. Did you have the opportunity to 
provide input and ask questions? 

Yes No 



13 
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6. Were me physical arrangements 
and atmosphere conducive to the 
workshop activities? 

Yes No 
13 0 

7. Was the time adequate to cover the 
workshop goals and objectives? 

Yes No 
13 0 

8. What did you find most helpful 
about the workshop? (Write out an- 
swers.) 

Ideas and variety of activities 
presented (N= 5) 

Everything covered usable in the 

classroom (N = 3) 
Pdsitive attitude about the 

workshop and its value on the 

part of the instructor and class 

(N=l) 

Knowledge of what regular class- 
room teachers will do with 
resource students (N= 1) 

Organization of material (N= 1) 

Handouts (N=l) 

Having time to work on and 
complete a unit of study (N= 1) 

Ability of instructor to adapt and 
meet needs of everyone (N= 1) 

Emphasis placed on vocabulary 
(N=l) 

Strategies to use in our own class- 
rooms (N= 1) 

9. What was the least useful to you? 
ITveiydiing was useful (N = 13) 

10. it this workshop were offered 
again, what changes would you 
biggest? (Write out answers.) 
F rov ; de :nore time for workshop 
(K*4) 

Conduct workshop earlier in 



summer (N= 1) 
Have all teachers attend (N= 1) 

11. Overall, how would you rate this 
workshop? 

5 4 3 2 1 
13 0 0 0 0 

12. List other workshops in our district 
in which you would like to 
participate. 

No responses 

Inservice Component 

The teachers who participated in the 
summer workshop met once a month 
after school to discuss the strategies they 
had used and to share their successes. 
All teachers reported positive responses 
from the students toward the new 
strategies. 

In addition to organizing the follcw-up 
meetings for the original 13 participants 
in the program, Vicki edited a monthly 
newsletter that was distributed to the en- 
tire faculty. The content of the newsletter 
varied. Sometimes faculty shared strate- 
gies that worked for them; other times, 
Vicki included ideas from ira's newspa- 
per, Reading Today, or from Orange 
County's program. During the first year 
of publication, each issue of the newslet- 
ter had a theme: vocabulary, graphic or- 
ganizers, library skills, mapping/feature 
analysis, and review strategies. In the 
second year, each issue was devoted to 
one strategy, with several suggested vari- 
ations on that strategy. 

Monitoring the Progress 

Progress was being made toward the 
objectives of improving students* ability 
to read and obtaining teachers* ratings of 
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the effectiveness of the content area read- 
ing program. However, no progress had 
been made in improving students' atti- 
tudes toward reading. Consequently, the 
decision was made to administer the bjp 
Middle/Secondary Reading Attitudes 
Survey (Baldwin, Johnson, & Peer, 
1980). This survey consisted of 20 items 
on a 5-point Likert scale. Sample items 
included statements such as: 

• Library books are dull. 

0 Reading is a waste of time. 

• Reading is one of my hobbies. 

• I believe that I am a better reader 
than most other students in my 
grade. 

• Reading is almost always boring. 

Following the summer workshop, the 
budget was reviewed and changes were 
made based on the fact that only 13 
teachers actually participated in the 
workshop (as opposed to the 15 pro- 
jected participants). The revised budget 
that was sent to the Self Foundation con- 
tained two proposals regarding the dis- 
position of the remaining funds in the 
material and stipend categories. One was 
to purchase additional materials from 
ira, a^d the other was to pay the regis- 
tration fees of the teachers who elected to 
attend ira s annual convention. 

Results of the Program 

The results of the program are reported 
in three parts. The first part addresses the 
first two objectives -improving students' 
reading scores on standardized tests and 
improving their attitudes toward reading. 
The second part addresses the * 3 'ec- 
tive— obtaining teachers' of 
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the effectiveness of the content area read- 
ing program. The third part describes the 
dissemination of the ideas behind the 
program. 

Student Indicators 

Two standardized tests are adminis- 
tered during Southside's academic year— 
the California Test of Basic Skills (ctbs) 
and the South Carolina Basic Skills As- 
sessment Program (bsap) test. All stu- 
dents take Form U of the ctbs test. In 
addition, seventh and eighth graders take 
Level H, while ninth graders take Level 
J. Because of the difference in the level 
of difficulty between Levels H and J, it is 
invalid to compare the scores of all three 
grades. This difference in difficulty is 
evidenced by the observation that the 
percentage of correct answers decreased 
in all areas from one test to the next. 
However, the percentage above the 50th 
percentile actually increased in 7 of the 
10 subtests. 

The 1983-1984 eighth grade students 
took the same form and level of the ctbs 
in Fall 1983 and in Spring 1984. A com- 
parison of the scores from both years 
shows an increase in all areas tested, 
ranging from a low of 7 percent in refer- 
ence skills to a high of 1 1 percent in 
reading comprehension, math computa- 
tion, and math concepts and application. 
An average increase of 9.6 percent was 
realized overall. 

The South Carolina bsap test is admin- 
is tered in alternate years; therefore, in 
giades 7-9 only eighth grade students 
take this test. In the 1981-1982 school 
year (the reference point for the 
Southside Learning in Content pro- 
gram), 38.4 percent of the students 
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tested met the standard on the reading 
portion of the test. In comparison, 41.6 
percent met the standard on the 1983- 
1984 bsap, an increase of 3.2 percent. 
During 1981-1982, 29.3 percent of the 
students met the standard in mathemat- 
ics; in 1983-1984, 37.1 percent met the 
standard, an increase of 7.8 percent. 

Using these test results as criteria for 
evaluating the effectiveness of the 
Southside Learning in Content program, 
it is evident that the first objective was 
met. Students' reading scores were im- 
proved on the two standardized tests. Be- 
cause factors other than the Southside 
Learning in Content program undoubt- 
edly contributed to the gains in students' 
test scores, it is impossible to determine 
how large a role the program played. Re- 
gardless, the results are encouraging. 

Another student indicator of the effec- 
tiveness of the program was the bjp Mid- 
dle/Secondary Reading Attitude Survey 
administered in the fall and spring of the 
1982-1983 school year. The results of 
this measure of the program's effective- 
ness were not encouraging. 

As evidenced by this erosion in stu- 
dents' attitudes toward reading, the sec- 
ond objective was not met. Several 
factors may have contributed to the lis- 
appointing decline in attitudes. First, the 
design of the project did not address stu- 



dents' attitudes toward all reading. Per- 
haps Uninterrupted Sustained Silent 
Reading, or similar components as sug- 
gested by Alvermann and Muth (this vol- 
ume), would have promoted improved 
attitudes toward reading. Second, the 
particular survey used to measure stu- 
dents' attitudes toward reading may have 
been insensitive to the intervention. In 
retrospect, a survey to determine atti- 
tudes toward cjntent reading or toward 
academic work would have been more 
appropriate. Third, the second admin- 
istration of the survey occurred in late 
May, a time when students' attitudes tend 
to be negative toward many aspects of 
school. 

faculty Indicators 

Participating teachers were asked to 
evaluate the Southside Learning in Con- 
tent program at thw end of fhe academic 
year. The evaluation form consisted of 
17 statements that dealt with the effec- 
tiveness of selected strategies and the 
program in general. The highest rating 
was 5, the lowest, 1. A perfect score of 
85 points represented 100 percent effec- 
tiveness in all areas. The average rating 
was 93 percent. However, this figure 
must be qualified. Only 50 percent of the 
teachers returned their evaluation formb, 
possibly because the evaluation took 



Summary of Attitude Survey by Grade 



Seventh Grade 



ERIC 



Good Attitude 
Fair Attitude 
Poor Attitude 
Total Responses 

ermann and RIdgeway 



Fall 
46% 
52% 
2% 

188 



Spring 

35% 
01% 
4% 
173 



Eighth Grade 



Fall 

34% 
60% 
6% 
192 



214 



Spring 
24% 
69% 
7% 

117 



Ninth Grade 



Fall 

35% 
59% 
6% 
173 



Spring 
21% 
75% 
4% 

118 
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place during the final weeks of the 
school year. Had the forms been com- 
pleted earlier, before the rush of final ex- 
ams and postplanning, the retuir rate 
might have been better. 

Nonetheless, the results of the final 
evaluation, coupled with the extremely 
positive evaluation of the summer work- 
shop, suggested that the third objective 
was met. Teachers felt that the Southside 
Learning in Content program had had a 
positive effect on their students. This 
positive feeling toward the program also 
was manifested in the topics of conversa- 
tions among teachers in the lunch room 
and the lounge. General complaining 
was replaced by discussions of teaching 
strategies and their positive impact. 

Dissemination 

Another indicator of t'ae success of the 
Southside Learning in Content program 
was the unplanned dissemination that oc- 
curred. The program received regional 
and national attention. For example, in 
1984, presentations were made at the 
meetings of the Association for Supervi- 
sion and Curriculum Development in 
New York City, the International Read- 
ing Association in Atlanta, the Univer- 
sity of Georgia Reading Conference, the 
Georgia Association of Educational 
Leaders on Jekyll Island, Georgia, and 
the College Reading Association in 
Washington, DC. 

As a result of their presentations at two 
of the meetings, participating teachers 
were invited to conduct content reading 
workshops in Georgia. Letters of appre- 
ciation that were received further attest 
to the effectiveness of the Southside 
Learning in Content program. 
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Adaptations 

In 1984, Vicki joined the staff at Cam- 
bridge Academy in Greenwood, South 
Carolina. While academic dean at Cam- 
bridge, she instituted the Cambridge Ap- 
plied Thinking Skills (cats) program, 
which is an adaptation of the Southside 
Learning in Content program. 

Twice a week, students in grades 6, 7, 
and 8 participated in seminars designed 
to improve their ability to process infor- 
mation encountered in their classes. The 
program focus of cats included higher 
order thinking skills, such as compre- 
hending analogies and problem solving. 
Before semester exams, the seminars 
focused on developing effective study 
strategies. 

During the 1987-1988 academic year, 
the study skills component of cats was 
extended to the third, fourth, and fifth 
grade levels. Concept mapping and other 
methods of independent study were 
taught to students at these levels on an 
elective, after school basis. Vicki served 
as resource teacher for the faculty. On 
request, she went into classrooms and 
modeled study strategies for students and 
teachers. 

Southside's principal, Raymond 
Perkins, collaborated with Vicki to pro- 
vide inservice support for content area 
reading. One idea that was popular with 
teachers at Southside was the "commer- 
cial," a 10- to 15-minute time slot set 
aside by the principal during faculty 
meetings for modeling some of the strat- 
egies that appeared ,v .lie newsletter. The 
success of the commercial was attributed 
to the ease with which the strategies 
could be implemented. Strategies that 
took minimal teacher preparation time 
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but were particularly successful include 
the Great American One Sentence Sum- 
mary, semantic mapping, and semantic 
feature analysis. 

Without special funding, interested 
teachers can exchange ideas through 
their own commercials. Inservice train- 
ing during the year might focus on a 
theme (content reading) or on a narrower 
topic (vocabulary development). Schools 
that do not have the resources to publish 
a content area newsletter can take advan- 
tage of The Exchange, which is pub- 
lished by the Secondary Reading Special 
Interest Group of the International Read- 
ing Association. Information about 
membership in this special interest group 
may be obtained by consulting the IRA 
Desktop Reference or writing to Interna- 
tional Reading Association, PO Box 
8139, Newark, DE 19714-8139. 

If special funding is not available, ad- 
aptations of the Southside program also 
may come from reading resource spe- 
cialists. States or school districts that 
provide funding for these specialists 
have opportunities to provide ongoing 
inservice training. Reading resource spe- 
cialists also are available to model strate- 
gies in content classrooms and to act as. 
resource "ersonnel for teachers who 
wish to develop new teaching strategies. 
In the absence of a resource specialist, 
teachers with a background in content 
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reading might be assigned a limited 
teaching load so they can be available for 
modeling strategies in the classroom. 

Conclusion 

In this chapter we have blended the 
what, why, and how to of staff develop- 
ment in content area reading. To the ex- 
tent we were successful, middle school 
personnel and support staff may be chal- 
lenged to create their own variations of 
the Southside Learning in Content pro- 
gram. Although we recognize the limita- 
tions of the program, we are hopeful that 
other teachers will see its value and 
carry forward its theme. The funding for 
the Southside program was invested in 
teachers, who in turn invested in their 
students. Such investments invariably 
bring good returns. 
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improving 
Staff Development 
through Cooperation 



Mark W. Conley 
Karen Tripp-Opple 



AT LEAST THREE PROB- 
lems interfere with meaning- 
ful participation in middle 
school professional staff development 
opportunities. First, teachers can be 
made to feel less valuable or less effec- 
tive because they are not using the most 
recent program. Not knowing the mean- 
ing behind "anticipatory set" or the 
"jigsaw technique" such teachers con- 
centrate on building their owi\ self-es- 
teem. The effects of their participation in 
a development program may not last. 
Teachers may develop a new vocabulary 
but never learn how to combine their 
own strengths and thinking with the fea- 
tures of the staff development program. 

A second problem concerns the fre- 
quent cry, w Why are you always trying 
something different?" Staff development 
programs are often associated with fads 
that come and go in short cycles. One 
middle school teacher described a three- 
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year cycle in these terms: 
w In the first year, we get ex- 
cited; in the second year, 
we make things; in the third year, we 
throw things out and start again." Teachers 
are hesitant to participate in staff develop- 
ment programs because of the energy 
they must expend during these cycles for 
what they see as limited benefits. 

A third problem is the perception that 
few threads or themes unite different 
staff development efforts. In many mid- 
dle school buildings, five or six staff 
development programs operate si- 
multaneously. Teachers and administra- 
tors may hold allegiance to one or 
several programs. Attempts at sharing 
across programs can be met with: "I 
don't have time for that. I'm into my own 
projects." Or: a My program gives the kids 
everything they need." These attitudes 
make it virtually impossible to integrate 
different staff development programs so 
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that they mutu?Jly contribute to students 1 
success in middle school. 

What do these problems hav. in com- 
mon? They are nurtured by staff de- 
velopment practices tfrs< promote 
competition instead of cooperation. An 
environment frequently exists in which 
programs compete with one another 
rather than dovetail in a way that pro- 
motes synthesis and growth. 

This chapter addresses the struggle to 
encourage cooperation among middle 
school reading and writing programs by: 

(1) describing one successful example of 
staff development based on cooperation; 

(2) describing various types of staff de- 
velopment efforts; (3) examining what 
ccntributes to competition in staff devel- 
opment efforts; and (4) detailing the 
elements necessary for cooperative in- 
volvement in growth and change. 

Staff Development 
through Cooperation 

Effective staff development relies on 
common needs and shared goals. When 
school staffs adopt a focused plan of 
action based on their needs, professional 
development takes root. In schools 
where cooperative staff developmc.it has 
occurred, there is a progression from 
year to year in staff choices. Some 
schools develop comprehensive plans for 
school improvement that are tied to a 
building's mission statement. A coopera- 
tive approach to school improvement is 
consistent with research findings about 
how schools change (Little, 1982; 
Nemser, 1983). 

To illustrate this process, consider our 
efforts in a suburban school district. At 
the request of the superintendent, all 



schools in the district were asked to de- 
sign and implement a school improve- 
ment plan. Schools were encouraged to 
come up with a plan that recognized the 
missions of the district and of individual 
schools. In our school, the staff already 
had been involved in a study of curricu- 
lum. The need for helping students 
become more independent learners (par- 
ticularly in outside school assignments) 
had been identified. One teacher had 
completed an action reseaich project in- 
vestigating the possibility of integrating 
study skills instruction into the social 
studies curriculum for one of the grades, 
with results shared at an after school 
slaff meeting. 

To create our improvement plan, 
teachers decided to expand iheir focus on 
study skills into all four middle school 
grades (6-9) and into all curriculum ar- 
eas, thereby broadening the study of the 
curriculum and of ways students become 
more responsible learners. We grouped 
ourselves according to grade level or 
curriculum area to conduct our analysis. 
From this study, each grade level and 
curriculum *rea adopted certain study 
skills appropriate to the curriculum and 
to the needs of learners of various ages. 
In addition, some buildingwide goals 
were established, including teaching 
time management skill* and awareness 
of due dates for assignments and for 
progress and grade reports. Every five 
weeks, the school conducted a locker 
cleanout and provided assistance in help- 
ing students learn to manage their space 
and materials. 

In spring of the school year, we re- 
viewed the progress of the study skills 
project and established new goals. We 
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voted in favor of continuing what had 
been accomplished and made sugges- 
tions for further improvements. At this 
point, some teachers wanted to think 
about other types of programs that could 
enrich the study skills emphasis we had 
already adopted. Other teachers were 
still getting comfortable with the goals 
and activities established for the current 
year. 

At the start of the second year of the 
program, we planned two different ap- 
proaches in light of the different comfort 
levels and interests of teachers in the 
building. For teachers who were just get- 
ting comfortable with the existing pro- 
gram, some of the approaches to study 
skills used in the previous year were re- 
fined. Each curriculum area and grade 
level continued to reinforce study skills 
learned at the previous grade level and 
taught strategies specifically designated 
for the current grade. To help students 
with time management, evaluation cal- 
endars were pos f J in every classroom. 
Each month, teachers received a calen- 
dar from the principal with special dates 
marked. Every Monday, a calendar dis- 
playing events for the week was printed 
for each classroom. 

Teachers who were already comfort- 
able with the program and were ready 
for something new investigated the pos 
sibility of combining content reading 
strategies with the study skills strategies 
we were already using. We were pleas- 
antly surprised to discover that content 
area reading strategies often promoted 
student independence, thereby further- 
ing the goals of the established improve- 
ment plan. In the second year, a handful 
of teachers from the building partici- 
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pated in a series of workshops dealing 
with content reading instruction. 

By the third year, some of our teachers 
had been transferred to high school and 
new teachers were added. The need be- 
came evident to reexamine the staff devel- 
opment plan. Teachers who had been in 
the building all along thought about ways 
to include study strategies in their classes 
We decided not to abandon study strate- 
gies, time management, or content lead- 
ing but to examine underlying themes 
shared by each program. We identified 
thinking skills and skills necessary for re- 
sponsibility as the common threads. It 
was decided that the year would involve 
mutual sharing of the various areas of ex- 
pertise teachers had acquired. 

Sharing sessions revolved around 
thinking and skills, getting students or- 
ganized, and showing them how to read 
different types of text. Peer coaching was 
suggested as a way to help colleagues 
observe one another and provide feed- 
back, and was made possible by funds 
that paid for substiture teachers. We 
could see clearly how our improvement 
plan, our collegial sharing, and our 
instruction contributed to students' 
success. 

One reason our program worked was 
the integration among itaff development 
efforts. Like manv school districts, ours 
initially had snapped to attention as a 
result of faJs that had swept the nation. 
Now, our improvement plan resembles 
interlocking pieces of a puzzle. The plan 
allows for careful joining of chosen 
pieces at appropriate times so that the 
results help everyone see the "big pic- 
ture," which, in turn, reflects the mission 
of the school (see Figure 1). 
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Figure 1 

Staff Development As Interlocking Pieces of a Puzzle 
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types of Middle School 
Staff Development Programs 

Sets of staff development programs 
commonly are found in middle schools 
across the nation. We review some of 
these programs before describing how 
competition can develop among them. 

Literacy staff development often takes 
the form of content reading instruction, 
writing across the curriculum, or in- 
struction in study skills. Programs in 
content reading stress reading-to-learn 
skills, or ways to learn subject mattei 
through a better understanding of read- 
ing and reasoning (Herber & Nelson, 
1983). Programs for writing across the 
curriculum emphasize how students 
learn to use writing as a vehicle for un- 
derstanding their subject matter texts and 
their surrounding world (Tchudi et al., 
1986). Programs emphasizing study 
skills often focus on the issue of teach- 
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ing students how to use their thinking. 
Marzano and Arredondo (1986), for 
instance, collected 22 tactics that teach 
students to analyze various problem situ- 
ations. 

Other staff development programs em- 
phasize effective schooling. Two major 
components of the effective schooling 
movement are effective classroom man- 
agement and teacher decision making. 
Early concepts of classroom management 
were narrowly focused on discipline. 
More recently the emphasis is on how 
teachers "produce high levels of student 
involvement in classroom activities, mini- 
mal amounts of student behaviors that in- 
terfere with the teacher's or other students* 
work, and efficient use of instructional 
time" (Emmer & Evertson, 1982, p. 
342). Programs that ascribe to this 
broader view can be found under many ti- 
tles, but they all share ways to teach stu- 
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dents what is expected of them. A key 
feature of these programs is that they are 
proactive; that is, teachers actively teach 
students appropriate ways to learn and be- 
have without waiting for a discipline 
problem to emerge (Cummings, 1983). 

Two different types of programs re- 
flect the broader perspective on class- 
room management. One incorporates 
concerns for active participation and 
equitable response patterns (Cummings, 
1981). Programs with this emphasis 
make teachers mindful of who responds 
in class and how often. Raising sensitivi- 
ties to sex, race, ethnic background, and 
perceived learning abilities causes teach- 
ers to actively reflect on the participation 
patterns found in their classrooms, A 
second type of program stresses coopera- 



tive learning. Cooperative learning deals 
with the social needs of students by 
teaching them to interact productively in 
small groups (Johnson, Johnson, & 
Maruyama, 1983). A goal of cooperative 
learning is to increase student motivation 
and achievement by involving students in 
collaborative efforts The first type of 
program helps teachers raise questions 
about ways they offer opportunities for 
learning; the second opens possibilities 
for increasing involvement in the class- 
room. 

Some programs emphasize instruc- 
tional theory and the essential skills of 
instruction to help teachers with decision 
making. Hunter (1985) stresses frame- 
works for teacher decision making. In- 
herent in these programs are strategies 
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for identifying and selecting goals for in- 
struction, teaching according to speci- 
fied objectives, diagnosing problems, 
and monitoring students' progress. 
Within these frameworks, teachers often 
are given clearly prescribed ways to or- 
chestrate the classroom for motivation, 
instruction, active participation, and ef- 
fective management. 

These are just a few of the staff devel- 
opment options open to teachers. Be- 
cause of the needs addressed by these 
programs, one would expect to find 
teachers delighted with the help they can 
receive. Instead, teachers lament, "But I 
can't do one more thing." Some impor- 
tant questions are: Why are each of these 
programs viewed as one more thing? 
Why can't reading in a content area be 
viewed as an integral skill, supported by 
specific instructional techniques and by 
wavs for managing and making deci- 
sions about the classroom? Why, in the 
same school, are reading and writing 
viewed as mutually exclusive, as if they 
were separate and noninterlocking pieces 
of a puzzle (see Figure 2). The next sec- 
tion tries to answer these questions by 
discussing how competition develops 
among programs. 

Competition in Staff 
Development Programs 

By definition, a staff development pro- 
gram is an attempt to change existing 
practice in a particular way. Consider 
this recent comparison of staff develop- 
ment programs in two schools, one suc- 
cessful and the other less than successful 
(Little, 1986). In the more successful 
program, teachers and principals were 
asked to participate as a group in training 
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and implementation. 

In the less successful program, only 
the teachers were asked to participate. 
The content focus of both programs was 
a combination of principles from mas- 
tery learning and interactive teaching and 
classroom management. After 3 years, 
the more successful program could point 
to widespread implementation and adap- 
tation of new practices, renewed profes- 
sional commitment, and fundamental 
changes in school routine. In the other 
school, teachers continued to praise the 
program but rarely incorporated it into 
their daily instruction. 

The successful program encouraged 
collective participation in training and im- 
plementation. Less successful programs 
often neglect the need for collegial inter- 
action and cooperation as part of their de- 
livery system and, consequently, develop 
a problem with competition. 

Competition is fostered by using mar- 
keting rather than a reflective approach 
to staff development. Schlechty and 
^oslin (1986) use the factory as a meta- 
phor for how some schools function 
within a marketing environment. In the 
school-as-factory, a hierarchy exists, 
with administrators viewed as managers, 
teachers as workers, and students as 
products. These relationships are charac- 
terized by dominance at the top of the hi- 
erarchy and submission at the bottom. 
Taken to an extreme, this view suggests 
that the most efficient school takes in 
students (raw material) of the highest 
quality and gets its direction for instruc- 
tion from a predetermined, known 
source. 

Any innovation introduced into this 
environment must contribute to the effi- 
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ciency of the school-as-fectory. In most 
cases, schools have limited resources, 
and not all teachers (workers) can partic- 
ipate. Principals have two options in de- 
termining participation in the program: 
(1) solicit volunteers, or (2) choose the 
best qualified teachers. Soliciting volun- 
teers usually means drawing from the 
small group of teachers who seem to par- 
ticipate in every school program. An 
advantage of calling on these fc staff de- 
velopment junkies," as they are some- 
times called, is that they often become 
useful salespeople for marketing the pro- 
gram. Choosing the best qualified teach- 
ers means identifying individuals who 
demonstrate that they are most in touch 
with the school mission. An advantage 
of using this group is that they are most 
likely to use the innovation in ways that 
preserve the mission of the school. 

Reform efforts in the school-as-factory 
take place with assembly line rigor and 
procedures for quality control. Under 
these conditions, competition emerges, 
along with the problems that interfere 
with meaningful change. Tight supervi- 
sion to maintain performance and incen- 
tives to boost productivity (merit pay) 
are often features of staff development in 
these settings. As some teachers are rec- 
ognized and rewarded for their participa- 
tion, sometimes a gap emerges between 
those who can do IT (the latest program, 
a dazzling technique, or a trendy strat- 
egy) and those who cannot. Programs 
begun on a purely voluntary basis sud- 
denly may become mandatory as the per- 
ception grows that the innovation is an 
"official" part of the school's mission. 
Teachers who began as volunteers may 
begin to drop out as they are analyzed 



and compared through use of quality 
control measures designed to reduce ad- 
aptation and ensure faithfulness to both 
innovation and the school's mission. 

This description of staff development 
is one of the main reasons tha, in spite of 
hundreds of innovations over the years, 
the net result is little if any change in in- 
structional practice (Cuban, 1984). Mid- 
dle schools that function like a factory 
place a premium on maintaining the sta- 
tus quo. Ironically, staff development is 
not used as a way to create innovation 
and change but rather as a way to instill 
competitiveness and increase productiv- 
ity according to existing practice. The 
most unfortunate byproduct of this type 
of competition is that it pits teacher 
against teacher, or teachers against 
administrators, for the sake of limited 
change. 

Competition can emerge another way 
when many different staff development 
programs grow independently within the 
same school. In one school system, a 
content reading program began outside 
the district's existing (and officially sup- 
ported) staff development programs in 
diagnostic reading and effective school- 
ing (Whitford, 1987). The content read- 
ing program started in response to an 
expressed need of some middle school 
teachers in the district. Through assist- 
ance from the reading curriculum coor- 
dinator in the school, teachers began 
participating in regular workshops 
throughout the school year. These in- 
volved expenditures for substitutes, ma- 
terials, and an outside consultant to 
conduct the workshops. The workshops 
became popular and requests grew for 
participation. As participation increased, 
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both building and central office adminis- 
trators noticed a surge in the staff devel- 
opment budget for a program they knew 
nothing about. The content reading pro- 
gram gradually faded because it was 
competing for resources devoted to pro- 
grams that already had been approved on 
the basis of recognized needs. 

A variation on the same theme is the 
multiple programs started in the same 
building with teachers volunteering for 
one or more of the programs. Competi- 
tion appears in the form of scrambling 
for resources and soliciting the princi- 
pal's support for some programs and not 
others. This type of competition is harm- 
fiil since teachers confront one another 
to prove that a particular program is the 



best, rather than engaging in a discussion 
about the best ways to provide instruc- 
tion for students. 

Staff development efforts must avoid 
competition and focus more on coopera- 
tion. Instead of making teachers feel less 
valuable because they do not have the 
latest innovation, programs must build 
support for individual and personal 
change. Staff members who are always 
involved in innovation need as much sup- 
port in this process as do those who ask, 
"Why are you always trying something 
different?" The perception of staff devel- 
opment as "always trying something dif- 
ferent" points to a critical concern. 
Teachers and administrators are not see- 
ing the plethora of programs as universal 
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and equitable in improving teaching and 
learning. More common is the percep- 
tion that teachers have to pick one, and if 
it works, why try anything else? 

Encouraging Cooperation 

Encouraging cooperation both within 
and across programs requires two key in- 
gredients: (1) an understanding of teach- 
ers as adult learners, and (2) a deliberate 
plan to reduce competition and foster co- 
operation. 

As adult learners, teachers need to 
have choices. In offering new programs, 
administrators must provide alternatives 
so staff members can choose what they 
think will be most helpful in their situa- 
tions. Volunteerism is fundamental to 
choice, but staff development also must 
be designed around those who do not 
wish to volunteer. Otherwise, a gap that 
produces competition and negative per- 
ceptions will emerge between volunteers 
and non volunteers. 

Studies on staff development in con- 
tent reading have found that teachers 
who volunteer enter with various kinds 
of knowledge about content reading that 
may or may not be consistent with the 
principles of the program (Conley, 1986, 
1987). Teachers who do not volunteer 
may resist because of philosophical dif- 
ferences (Sparks & Sparks, 1984) or be- 
cause they fail to see connections 
between the program and what they do in 
their classrooms (Ratekin et al., 1985). 
Philosophically, they may object to the 
principles of the new program, see tech- 
.niques as too difficult, or just not want to 
deal with change. Within both groups, 
staff development must be designed to 
take into account the different types of 



knowledge, beliefs, and experiences 
teachers bring with them. 

Growth for the adult learner, particu- 
larly in staff development contexts, re- 
quires risk taking; that is, giving up 
older, more concrete notions of what 
works and going through the sometimes 
awkward process of change 'Putnam, 
Roehler, & Duffy, 1987; Sprinthall & 
Sprinthall, 1983). This assumption cre- 
ates yet another demand— that staff de- 
velopment begin with a teacher's 
experience and comfort level. However, 
to move teachers beyond what they cur- 
rently know, they also must be exposed 
to experiences that take them outside 
their current role (Sprinthall & 
Sprinthall). The perennial struggle in 
staff development is to balance experi- 
ences that challenge current assumptions 
with those that recognize current levels 
of understanding or growth. Too much 
challenge gives rise to frustration, while 
too much affirmation can create further 
entrenchment in thinking and behaviors 
that need to be changed. 

A staff development plan that encour- 
ages cooperation is one way to manage 
this dilemma. Teachers working together 
to identify needs and goals are better able 
to tackle difficult problems because co- 
operation provides collegial support, both 
intellectually and affectively (Lortie, 
1975). A considerable body of research 
exists to document the effectiveness of co- 
operative learning for children (Slavin, 
1980; Webb, 1982), yet our understand- 
ing of the benefits of cooperation for 
teachers is just emerging. In one recent 
study, it was found that collaborative 
planning allowed preservice teachers to 
comfortably focus on problems and gen- 
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erate many creative solutions as part of 
their planning for reading instruction 
(Niies & Lalik, 1987). While a similar 
study is yet to be conducted with practic- 
ing teachers at the middle school level, 
several researchers suggest that coopera- 
tive learning could be used during staff 
development as a way to help teachers ex- 
pand their knowledge base about teaching 
(Little, 1982; Nemser, 1983). 

What principles would a cooperative 
staff development program follow? First, 
the program should be sensitive to the 
needs and goals of all participants. To do 
this, cooperative relationships among 
participants need to be established before 
there is any talk about school change. In 
instruction about cooperative learning, 
students are taught that successful group 
work relies on the recognition that indi- 
vidual success comes about only through 
the success of the group. The same prin- 
ciple could apply in a staff development 
setting. While teachers may differ in per- 
spective on various programs, they 
should strive to agree on what needs and 
goals are unique to their building or dis- 
trict. Sometimes, opportunities for this 
type of discussion arise in devising 
school or district mission statements. At 
other times, opportunities emerge from 
self-study, including action research and 
curriculum review. 

Cooperation about common problems 
and goals tends to increase participants' 
commitment. Early sessions devoted to 
needs assessment should develop into a 
plan of action, including long and short 
term goals. At regularly scheduled staff 
development sessions, participants can 
start to genuinely discuss instruction, not 
gripe about it. The tone should be one of 



solution-oriented problem solving de- 
voted to improving everyone's effective- 
ness. It is during these sessions that 
cooperation among programs becomes 
possible. Listening to colleagues de- 
scribe what and how they are teaching 
and how students are achieving moti- 
vates teachers to try similar activities. 
Hearing how Sue uses active participa- 
tion methods to promote prediction skills 
will give Tom an idea for using predic- 
tion and reaction in preparing students 
for a biology lab. As he mulls it over and 
does some thinking aloud, Judy de- 
scribes a problem with students' response 
to a similar activity and offers a sugges- 
tion to help avoid the same error. 

Several important insights can be es- 
tablished from this cooperative reflec- 
tion. One is that while the needs and 
goals of a school appear to be fixed and 
finite at the time they are written, they 
actually continue to evolve. Changes in 
the school context -whether in students, 
textbooks, instruction, or staff-make it 
necessary to think about the process of 
school improvement as being continu- 
ous. A second insight is that there are 
many ways to address identified needs 
and goals. A teacher emphasizing one 
approach to the curriculum may be ad- 
dressing school goals as effectively as 
another teacher with an entirely different 
approach. Cooperation needs to focus on 
respect for and integration of various 
ways to improve instruction within a 
school. 

Another principle necessary for estab- 
lishing a cooperative approach is that 
participants need to collaborate in dis- 
cussing and implementing new pro- 
grams. Once cooperation has been 



ERJC e y and MPP-Opple 



22G 



219 



established about basic issues like shared 
needs and goals, teachers may be more 
willing to involve themselves in new pro- 
grams. With cooperation built into the 
format, participants are allowed suffic- 
ient opportunity to discuss the nuts and 
bolts of making specific changes in their 
classrooms and to share how the changes 
are working for them. When this hap- 
pens, teachers may be more receptive to 
many different ways of experimenting 
and learning (Sparks & Sparks, 1984). 

While trying something new, teachers 
must perceive their administrators as 
supportive and encouraging. Adminis- 
trators demonstrate support when they 
encourage faculty to participate, publicly 
express enthusiasm and praise for the 
participants, and arrange for meeting 
rooms, materials and equipment, and re- 
leased time for participation. 

A powerful way for administrators to 
show support for teachers is by teaching 
alongside them. In one content reading 
program where this is happening, teach- 
ers are pairing with one another and ad- 
ministrators are pairing with teachers to 
to try out and reflect on new strategies 
(Conley et al., 1987). The risk is for ad- 
ministrators to go back into the class- 
room after performing a supervisory role 
for many years. Because of the collabo- 
rative nature of the project, however, ad- 
ministrators learn to accept the risk for 
the benefits they receive in acquiring a 
more balanced perspective of the school 
and greater credibility in supporting 
change. 

Peer observation and coaching also 
can be strong vehicles for learning and 
adapting new skills (Joyce & Showers, 
1982). Assuming trust has been devel- 
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oped among participants in previous 
sessions, this strategy allows for noneva- 
luative observations among colleagues. 
Peer coaching provides followup, which 
is imperative in promoting change. 
When a teacher feels safe and comfort- 
able having the colleague observe and 
provide feedback, significant gains can 
be realized. When new techniques do not 
work on the first or second try, practi- 
tioners often give up, complaining that 
"this new brainstorm doesn't work ei- 
ther." When a colleague observes, the 
practitioner is able to evaluate the experi- 
ence objectively at a later time. The 
practitioner also may ask the observer 
for some verbal feedback, allowing the 
two to begin a supportive interaction, re- 
flecting on the experience from both the 
teacher's point of view and the students' 
perspective. It is rare for teachers to 
watch one another teach, but when given 
the opportunity, teachers say they feel 
professional, satisfied, and challenged. 

New skills must be consciously prac- 
ticed and monitored if long term change 
is to occur. Research on staff develop- 
ment indicates two basic ingredients for 
success: a supportive context or environ- 
ment and a well thought out set of activi- 
ties that ensure classroom application of 
the skills or knowledge taught in the in- 
service program (Sparks & Sparks, 
1984). The chances of success may in- 
crease dramatically if the focus of these 
activities is on cooperative goal setting 
and implementation of new programs. 

Conclusion 

Staff development based on competi- 
tion often reflects a "quick fix" approach 
to school change. Competition arises 
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from buying into any one of a number of 
programs available for middle schools, 
committing oneself to that program to 
the exclusion of all others, and failing to 
see how an individual program fits into 
the overall school mission. In an envi- 
ronment of competition, teachers and ad- 
ministrators quickly become polarized, 
either as they dedicate themselves to in- 
dividual programs or as they attack the 
self-esteem of those who do not (or can- 
not) participate. There is a "Here we go 
again!" attitude that defeats both mean- 
ingful and long term change. 

Our experience in our staff develop- 
ment program suggests that teachers and 
administrators can be empowered to 
grow from wherever they are. Schools 
can come to grips with the idea that staff 
development is not about a single pro- 
gram in the middle school but about link- 
ing programs to identifiable needs and 
goals and helping adult learners grow 
and learn so their students grow and 
learn. Middle school reading stands a 
better chance for long term success if 
programs are developed in an environ- 
ment that emphasizes cooperation based 
on these principles. 
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PART FOUR 



Reading in the New 
Decade 

PRELUDE 

The following is a "crystal ball" chapter. On the basi" of the cumulative 
information provided in Chapters 1-14, it attempts to forecast where middle 
school literacy programs are headed. In doing so, it serves the dual 
purpose of summarizing the book and predicting the future. 
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Where to from Here? 



Patricia L Anders 
Gerald 6. Duffy 



ALTHOUGH WRITTEN 
by a variety of individuals 
possessing a variety of 
views, the foregoing chapters communi- 
cate a unified theme about middle school 
reading. In a general sense, this theme 
emphasizes the simultaneous challenge 
and joy associated with developing liter- 
acy at this crucial educational level. 
Clearly, middle school reading demands 
the best we have. 

In a more specific sense, however, the 
book reflects the impact of research on 
middle school reading. In the first edi- 
tion of this book (1974), there was 
scarcely a mention of research, largely 
because in those days educational re- 
search had not progressed to the point 
where findings could be directly applied 
in practice. In contrast, this edition in- 
corporates three specific lines of re- 
search: (1) research on the integrated 
nature of language and literacy, with 




reading viewed as a compo- 
nent within that holistic 
view rather than as a sepa- 
rate entity; (2) research on the curricu- 
lum, instruction, and assessment of read- 
ing within a broad literacy perspective 
that influences how we think about what 
to teach, how to teach, and how to as- 
sess; and (3) research on the realities of 
classroom life, constraints on instruc- 
tional practice, and ways in which re- 
searchers, teacher educators, and school 
practitioners can work collaboratively to 
improve literacy instruction. 

This research perspective does rol 
mean that the problems of reading and 
literacy development are at an end. As 
Moore and Stefanich (Chapter 1) and 
Allington (Chapter 3) point out, our 
problems in achieving the envisioned po- 
tential for middle schools are far from 
solved. Overall, however, the outlook is 
optimistic. Fifteen years ago middle 




225 



2M 



226 



school reading and literacy instruction 
were viewed primarily as crafts guided 
by untested suggestions made by well- 
intentioned teacher educators. Current 
thinking about developing literacy is 
guided by theory and research tested in 
school settings. Ar a result, the middle 
school movement generally, and literacy 
programs specifically, possess a more 
coherent and substantive direction. 

This chapter builds on the foregoing 
chapters, assessing what needs to be 
done in the future to meet the middle 
school potential for reading and literacy 
development. Five areas are developed: 
the future of the middle school concept, 
the needs of students and how to meet 
those needs, the evolution of middle 
school reading in the years ahead, in- 
structional issues practitioners need to 
resolve in the future, and our expecta- 
tions for changes in assessment. 

Major IVcnds and Issues 

The Middle School Concept 

The middle school is a unique educa- 
tional institution designed to meet unique 
needs, as discussed in the first four chap- 
ters of this book. However, for a variety 
of reasons, we have not yet achieved the 
potential originally envisioned for these 
schools. So wl. a does the ftiture hold for 
the development of literacy and wading 
at the middh school lewl? 

The recent movement toward making 
curricular, instructional, and program- 
matic decisions on the basis of research 
oodes well for the future of the middle 
school. Historically, demographics, 
budgets, and inappropriately trained 
teachers and administrators were driving 



forces behind key decisions. These 
forces will continue to influence the evo- 
lution of the middle school concept, but 
they will be less influential because they 
are balanced by the power of research 
evidence. The chapters in this book point 
to three types of rational evidence, or re- 
search and theory, that will affect the fu- 
ture of the middle school. 

First are psychological theories of de- 
velopment, specifically early adolescent 
development. These theories inform ed- 
ucators about the educational climate 
most conducive to the growth and devel- 
opment of 10- to 13-year-olds. The work 
of researchers discussed in Chapter 2 
recognizes die social and interactive na- 
ture of development and provides educa- 
tors with knowledge that can be used to 
provide a nurturing environment for the 
early adolescent. 

Parallel with the construction of 
models of early adolescent development 
is the notion of interactive theories of 
reading and writing, which have re- 
ceived wide support from the authors of 
this volume (see the chapters in Pan 2). 
Viewing reading and writing as recipro- 
cal processes involving an author and a 
reader who are creating and interpreting 
meaning for genuine communication 
purposes has significant implications for 
early adolescent development. Likewise, 
the notions of metacognition (see Chap- 
ter 6) complement and enhance our un- 
derstanding of reading and writing. As 
these models gain acceptance, educators 
increasingly will recognize the power of 
reading and writing for understanding 
and controlling both oneself and one's 
world. The result will be a middle school 
designed to provide students with a wide 
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Computer use is likely to continue to grow in importance as an integral part of the school 
curriculum. 



selection of reading and writing opportu- 
nities. Thus, reading and writing will be 
viewed as processes used to help stu- 
dents learn content and to help adoles- 
cents cope with this complex and 
difficult stage of development. 

Concurrently, interactive models of in- 
struction have implications for teaching 
(see Chapter 8). Instruction is particu- 
larly important when it puts a premium 
on activating prior knowledge, asks stu- 
dents to share that knowledge, helps stu- 
dents set purposes for reading, and 
encourages the processes of selection, 
prediction, confirmation, and integra- 
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tion. Such methods share assumptions 
put forth by both child development ex- 
perts and reading and writing research- 
ers. Efforts reported in Parts 2 and 3 
support instruction that helps students 
become strategic monitors of their com- 
prehension, composition, and learning in 
content area materials while also helping 
students become independent in negoti- 
ating the meaning of text (what Ccnley y 
Chapter 8, calls "active instruction"). 

Thus, interaction is likely to be the 
cornerstone word of middle school liter- 
acy development in the new decade. 
Models of development, of processes cf 
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literacy, and of instruction are comple- 
mentary and mutually supportive. The 
theoretically based research findings 
from each will strengthen the middle 
school concept and help middle schools 
achieve their potential. 

Meeting Middle School Needs 

Fundamental to meeting middle school 
needs is recognizing that change under- 
girds the nature of both the student and 
the school. Adults who understand and 
accept change are more likely to generate 
and maintain an environment suited to 
middle school students. 

There are several barriers to educators' 
understanding and acceptance of change 
as a necessary condition of adolescent 
development (see Chapters 10 and 14). 
Critical to establishing an environment 
that encourages such acceptance is the 
administrator's attitude toward change. If 
teachers are to encourage and support 
student change, they must be comfort- 
able in risking change themselves. This 
risk-taking orientation will occur only in 
an environment fostered by an adminis- 
trator who is not afraid of change. Thus, 
there is a clear and immediate need for 
appropriately trained administrators. 

A closely related need is training for 
teachers. Although certification does not 
guarantee good teaching, a middle 
school certificate makes a public state- 
ment that being a middle school teacher 
requires special knowledge, skills, and 
attitudes. As of this writing, several cer- 
tification agencies in the United States 
are developing middle school certifica- 
tion requirements. As a result, colleges 
of education are adjusting their curricula 
.o respond to the new certification re- 
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quirements. 

While changes in preservice training 
are imminent, staff development also is 
needed. For instance, teachers need help 
developing up-to-date interdisciplinary 
curricula and age-appropriate projects 
and activities (see Part 3). 

As more attention is given to the mid- 
dle school concept, increased resources 
will be provided. A school that closely 
adheres to what is known about early ad- 
olescents is a busy and potentially expen- 
sive place. Flexibility and accessible 
resources are needed. 

A final need is the development of 
multidisciplinary, integrated curriculum 
models that use reading and writing as 
vehicles for engaging the curriculum. 
One appropriate example is Atwell's 
(1987) notion of inviting students to sit 
around her dining room table to discover 
the world through literature. The specific 
content to be learned is not as important 
as the process of engaging that content. 

The Reading Curriculum 

Since the first edition of this book, 
views about what to teach in middle 
school reading have undergone vast 
change. In the language of Valencia, 
McGinley, and Pearson (Chapter 9), we 
have moved from a focus on the infra- 
structure of skills to holistic processes 
and functions. What changes can we ex- 
pect in the future? 

We can expect to see the continuation 
of three movements (all of which are 
foreshadowed in various chapters in this 
book): (1) emphasis on integration, (2) 
emphasis on building conceptual under- 
standings about the utility of literate ac- 
tivity, and (3) emphasis on cognitive and 
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metacognitive dimensions. 

Integration. An emphasis on the inte- 
gration of language pervades this book. 
This trend will continue. Specifically, 
two kinds of integration will influence 
how we think about teaching reading in 
the middle school. 

First, we can expect more integration 
across the language arts. Rather than 
viewing reading as a subject co be taught 
by itself, reading increasingly will be in- 
tegrated with the other language modes 
of listening, speaking, and writing (see 
Chapter 12). The emphasis will not be 
on reading as a receptive activity but on 
reading as one of several communication 
modes. In this regard, a particularly 
heavy emphasis will be placed on inte- 
grating reading and writing. For in- 
stance, teachers will not teach reading as 
much as they will teach written commun- 
ication, they will not teach reading strat- 
egies as much as they will teach how 
strategies have reciprocal functions in 
reading and writing, and they will not 
teach comprehension in isolation from 
composition. 

Second, there will be more integration 
across subjects. As pointed out by Peters 
(Chapter 5) and by Roehler and col- 
leagues (Chapter 12), the emphasis will 
be on integration within and across the 
various content areas in the curriculum. 
Such integration will become more im- 
portant for two reasons. Thv first has to 
do with motivation. Literacy and reading 
make little sense when taught in isolation 
from meaningful content. As a decontex- 
tuaiized set of activities, they offer little 
to motivate students. In contrast, when 
reading is presented within the context of 
the pursuit of stimulating and inspiring 
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content, students have a compelling rea- 
son to learn to be literate (see Chapter 
9). The second reason for content area 
integration has to do with application. 
Reading is not a static skill applied uni- 
formly to all situations. To the contrary, 
expert readers do different things when 
faced with different textual situations. 
For students to learn the flexibility re- 
quired for expert reading, they must be 
given opportunities to apply reading in a 
variety of contexts. The best way to do 
this is to integrate reading with the vari- 
ous disciplines in the curriculum. 

Conceptual understandings. In the 
past, the utility of reading and literacy 
has been taken for granted. It was as- 
sumed that everyone could see how im- 
portant reading is and would exert effort 
to learn to read. 

It is now clear that this assumption is 
not necessarily correct. It is more accu- 
rate to say that many students build un- 
derstandings about the utility of reading 
on the basis of the reading they do in 
school. If that reading is boring and triv- 
ial, they tend to conclude that all reading 
is boring and trivial; if that reading is ex- 
citing and useful, they tend to conclude 
that all reading is exciting and useful. 
Consequently, students* lifelong concepts 
of the function of reading are shaped by 
the reading they do in school. 

The implication for teachers is clear. 
They must teach students not only how to 
read in the traditional sense of teaching 
them skills and strategies, they must also 
teach students why to read. Teachers 
cannot simply tell students why reading 
is important. They must show them, pri- 
marily by engaging them in meaningful 
reading. Students learn the function of 
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Encouraging students to become readers is one key goal of the middle school program. 
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reading by being involved in literate ac- 
tivities that emphasize the utility and joy 
of reading. A major curricular emphasis 
in the future must be the development of 
accurate concepts about the functions of 
reading (see Chapters 7 and 9). 

Cognitive and metacognitive goals. 
Skills were a major curricular emphasis 
in the past. A skills emphasis was char- 
acterized by both automaticity and isola- 
tion. It was assumed that if students 
memorized skills in isolation from con- 
tent they would become expert readers. 
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Hence, curricular emphasis in the past 
was on drill-and-practice of skill frag- 
ments. 

However, as Herrmann (Chapter 6) 
notes, recent research has caused us to 
move away from that emphasis. Lan- 
guage is now viewed as a cognitive proc- 
ess, and language users are seen to be 
thoughtful and strategic. Consequently, 
the emphasis is not on proceduralized 
rules but on flexible cognition; not on 
memory but on understanding; and not 
on drill-and-practice but on adaptive ap- 
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plication. This is a major change. Rather 
than approaching reading as a finite set 
of skills to be taught in isolation, educa- 
tors view reading as an indefinite num- 
ber of strategic processes, applied in 
diverse v>?ys according to the demands 
of the text when beginning to read, dur- 
ing reading, and after reading. Not only 
will this trend continue but, as Peters 
(Chapter 5) suggests, it will become the 
framework for middle school literacy 
programs. 

We can expect to see two important 
developments in the area of cognitive and 
metacognitive dimensions of the reading 
and literacy curriculum. First, greater 
emphasis will be placed on readers' me- 
tacognitive awareness of what they are 
doing when they are reading. The strate- 
gic flexibility required to be an expert 
reader, particularly when faced with dif- 
ficult text, cannot be achieved without an 
awareness of when to be strategic, how 
to initiate strategic processing, and how 
to adapt what is known about strategies 
to the specific demands of the text. Con- 
sequently, curricular emphasis in reading 
will help students develop awareness of 
what they are doing when they success- 
fully comprehend text. When students 
encounter new and difficult text, they 
can access what they know and apply it 
in the new situation. 

Second, the cognitive and metacogni- 
tive dimensions of the middle school 
reading curriculum will increasingly em- 
phasize a balance between process and 
content. As Peters (Chapter 5) notes, 
much of the reading debate in past years 
has placed process and content in dia- 
metrically opposed positions. Advocates 
of process have argued that students need 
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to learn the processes by which expert 
readers read because these processes are 
the means of comprehension. Advocates 
of content have argued that domain-spe- 
cific knowledge is the only important as- 
pect of reading since comprehension of 
the content message is the essence of lan- 
guage communication. Research on cog- 
nition and metacognition, however, 
illustrates that such either/or positions 
are shortsighted, and that a balanced 
view is more realistic. Duffy and 
Roehler (1989) have labeled this bal- 
anced view "process-into-contenf in or- 
der to highlight that cognitive processes 
are useful only to the extent that they are 
applied to content. This move away from 
extreme positions and toward a balanced 
curricular emphasis on teaching cogni- 
tive processes in the context of their 
application to specific content will con- 
tinue in the future. 

Summary. There seems to be little 
doubt about the future of the middle 
school reading curriculum. The trends 
toward integration, conceptual under- 
standings, and cognition reported in this 
volume will continue to gain momentum 
in the ye^rs ahead. Reading in the middle 
school will continue to assume dimen- 
sions that are holistic, meaningful, and 
cognitive. 

This is not to suggest that this future 
will be achieved easily. The clarity of the 
research that supports such movement 
and the intuitive sensibleness of these 
directions notwithstanding, traditional 
practices and the constraints posed by 
such realities as existing policy, public 
expectations, and difficult working con- 
ditions indicate that curricular change 
will be gradual. Despite this, we can ex- 
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pect the changes noted to find their way 
into the middle school leading curricu- 
lum. Staff development efforts based on 
cooperation (Conley & Tripp-Opple, 
Chapter 14) will be particularly helpful 
in this regard. 

Instruction in Reading 

Until recently, instruction has been 
viewed as a matter of engaging students 
in tasks and ensuring that they remain on 
task. A premium has been placed on ef- 
fective classroom management, and in- 
structional activities have focused 
heavily on student recitation in either 
oral or written situations. However, two 
developments indicate that instruction 
will change considerably: the role of stu- 
dents in the instructional process and the 
kinds of teacher actions that make a dif- 
ference in student achievement. 

The student's role in instruction. Tra- 
ditionally, students have been viewed as 
recipients of instruction. Teachers pro- 
vided information; students absorbed in- 
formation. Cognitive psychology and 
instructional research has shattered this 
view. Rather than being passive recipi- 
ents of instruction, students now are seen 
to be mediators of instruction. When stu- 
dents participate in instructional activi- 
ties, they restructure the meaning of the 
experience in terms of their own back- 
ground knowledge. Consequently, what 
students understand during instruction 
often is considerably different from what 
teachers intend. 

Student mediation of instruction puts a 
new and more difficult light on the teach- 
er's instructional role (Roehler & Duffy, 
1989). Rather than being responsible 
merely for disseminating accurate infor- 
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mation about curricular content, teachers 
must determine how students restructure 
that information and in recursive, spon- 
taneous ways provide additional infor- 
mation students can use to continue 
restructuring their understandings. 
Hence, teachers must be in metacogni- 
tive control of their own professional 
knowledge. Rather than following the 
dictates of a teacher's guide or prescrip- 
tions in a kit, they must be decision 
makers who continually assess what stu- 
dents are coming to understand and 
adaptively construct appropriate instruc- 
tional experiences to move students 
closer to the desired curricular under- 
standing. 

Appropriate teacher actions. Within 
the framework of the student as a media- 
tor, teacher actions take on new mean- 
ing. For instance, while planning always 
has been considered an important 
teacher action, the student's mediational 
role means that the plan is a blueprint, 
not a script. As soon as students begin 
restructuring their understandings, the 
lesson takes unanticipated turns and the 
plan must be adapted. 

Similarly, explanation long has been 
considered an important part of instruc- 
tion, but it has been viewed as a static ac- 
tivity that occurs at the beginning of 
lessons. This is a limited view. While 
teachers frequently explain at the begin- 
ning of lessons, the student's role as a 
mediator means that teachers also must 
be prepared to explain throughout the 
lesson. That is, when students restruc- 
ture the teacher's first explanation in 
ways that result in misconceptions, the 
teacher must spontaneously generate 
elaborations and reexplanations designed 
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to move students closer to the desired 
outcome. Once again, the emphasis is on 
the teacher's creativity in the midst of in- 
struction. 

Summary, Research on the student's 
mediational role in instruction makes 
teacher decision making mandatory. 
Given the idiosyncratic ways students re- 
structure, no program, kit, or textbook 
can be prepared ahead of time to antici- 
pate the infinite number of directions in 
which instructional dialogues will go. 
The only way instruction can be kept 
moving toward desired curricular ends is 
by putting teachers in a position where 
they can make necessary decisions. 
Hence, middle school instruction in the 
future will place more emphasis on 
teacher independence and self-regulated 
control of instruction. There will be less 
emphasis on simply engaging students in 
tasks by using management procedures 
and prescriptive or semiprescriptive 
scripts in teacher's manuals. 

As was the case with curricular 
trends, the shift in instructional emphasis 
will not occur overnight. The movement 
will be evolutionary, involving gradual 
changes in policy, staff development, 
and teacher evaluation. However, over 
this new decade, we can expect a steady 
and gradual movement toward more 
teacher autonomy regarding instruction. 

Assessment and Accountability 

Issues of assessment and accountability 
heavily influence middle school reading 
instruction. Student assessment in reading 
(as noted by \folencia, McGinley, & Pear- 
son, Chapter 9) influences what is taught 
i: reading; teacher assessment for pur- 
poses of accountability influences how 
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teachers perceive their role. In the next 
decade, we can expect changes in both 
kinds of assessment. 

Changes in student reading assess- 
ment. Student assessment in the past 
rightly reflected the theories driving in- 
struction. It was a tight package: both in- 
struction and assessment were based on 
available learning theories. It is clear 
that current assessment practices do not 
reflect what we now know about reading, 
writing, or learning processes. As dis- 
cussed by Valencia, McGinley, and 
Pearson (Chapter 9), several agencies 
and institutions are responding to the 
need for new and better ways of assess- 
ment. These new tests are not the final 
answer to the assessment question, but 
they are steps in the right direction. 

Ultimately, the best assessment is as- 
sessment that informs the user; thus, 
"running records" of students' work- 
kept over time and reviewed with the 
teacher, student, and parent-are likely 
to be used more often in middle schools. 
The recent popularity of holistic scoring 
and writing folders also is consistent 
with an interactive model of learning and 
instruction. 

Overall, it seems clear that assessment 
in the middle school will move away 
from traditional testing and toward eval- 
uation that informs teachers, parents, 
and students of development as it pro- 
gresses. 

Changes in teacher assessment. 
Teacher assessment in the recent past has 
been based primarily on a competency- 
based model. In this model, specific 
teacher behaviors are identified and 
placed on a form that principals and other 
supervisory personnel use to rate teacher 
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performance during classroom observa- 
tions. This model proved restrictive be- 
cause teachers who demonstrated each of 
the specified behaviors tended to receive 
high ratings regardless of their effect on 
student growth. Teachers' responsiveness 
to students' emerging understandings, 
their ability to spontaneously create ap- 
propriate instructional interactions, and 
their skill in making defensible decisions 
in the midst of instruction were mini- 
mized or not measured at all. 

This situation is likely to change in the 
future. Rather than being based on rigid, 
noncontextual competencies to be ob- 
served by supervisors, teacher assess- 
ment (and teacher accountability) is 
more likely to be based on evidence 
teachers provide as a part of their own 
professional work. The Tfeacher Assess- 
ment Project at Stanford University 
(Shulman, 1987) is a case in point. In 
this project, prototypes for new ap- 
proaches to teacher assessment are being 
developed and field tested. Primary 
among these methods are teacher- 
developed portfolios with which teachers 
document their professionalism in terms 
of student growth and pedagogical inde- 
pendence. This new technique differs 
from current techniques in many ways, 
but the most important difference is the 
priority given to teachers' control of the 
evaluation process and articulation of 
their own professionalism. It is evidence 
once again of teachers being placed in 
positions u&ere they regulate their own 
destiny. Tlys movement can be expected 
to continue, resulting in teachers becom- 
ing more professionally independent. 



Summary. Assessment, then, is mov- 
ing away from rigid, inflexible models 
and toward models that account for the 
more qualitative aspects of teaching and 
learning. This trend will be reflected in 
our evaluations of student literacy prog- 
ress and in our evaluations of teacher 
performance. 

Conclusion 

The message of this book is one of op- 
timism and excitement. Significant prog- 
ress has been made in the 16 years since 
the first edition of Reading in the Middle 
School was published. This progress is 
particularly noticeable in the increased 
rigor of the research being applied both 
to broad literacy issues and to the prob- 
lems of developing literacy in the middle 
school. This rigor is resulting in greater 
knowledge. And from knowledge comes 
improvement in quality. 

Yet the battle is not over. The middle 
school concept itself is still far from 
achieving its potential, and the role and 
function of literacy instruction is still be- 
ing developed. Consequently, while the 
message is basically an optimistic one, 
much hard work remains. Hopefully, this 
book will stimulate and guide that work. 
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